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Dear Reader,

Thereis | believe j:. :t one fundamental reason for the di. Jiculty many children
experience in learniny, 10 read; it is that they cannot make sense of the ente:prise in
which they are invoived. The children do not comprehend what s required of them,
see little relevance in the exercises and even less in the material. A widespread charac-
teristic of older “’poorreaders” is their apparent expectation that notning they try to
read will make sense to them, or that comprehension should be the last concern.

Yat anything that makes no senisa to a child is nonsense, both from the child’s point
of view and from a broader instructional perspective. Meaningless content and
meaningless drills are harder to master, unlikely to be remembered, and almost certain
to be useless if they are recalled.

Attention to the degree of sense that a child erceivas in reading instruction is
relatively new. Some instructionat developers have made it a virtue that their
programs are explicitly and deiiberztely nonsense, with no possible relation to any-
thing a child m'ght know aiready. If fack of comprehension is recognized as a handi-
cap, itis often regarded as the fault of thie learner.

The papers in this booklet share a growing concern that every aspact of reading
instruction should make sense to the learner. Since in my view making sense prac-
tically guarantees that learning will take pl=ce, | sincerely hope that this booklet will
make sense to every educator who readsiit.

Sinceraly,

hardod

Frank Smith
The Ontario Institute for
Studies in Education

Le
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Effective Teachers of Reading
Know l.anguage and Children

It is popular in modem  educational
groups, particularly those dealing with re-
search, to cultivate objectivity by sticking
very close to observable hehavior without
dealing with values, questioning assump-
tions, or probing bencath behavior to the
underlving  processes and  competencies
which produce it. Furthermore, educational
speakers and writers seldom are direct in
attacking specifie programs and  methods.
While supporting my position on a base of
souned rescarch and theory, T do not claim
that it is value free. Furthermore, I do not
want vou to draw the concinsion that in
this position T am rejecting others, 1 wish
to be explicit about what I reject and why.,

My basie tenet is this: Al children have
immense Tangoage resources when the voen-
ter school. By understanding and respect-
i and hm!dmg on the language compe-
tenee of kids we can make literacv an ex-
tension of the natural language learning of
children, Teachers must know and under-
stand Kids, their ingnage and the reading
process i order to bring this about,

If this position ix valid then I must reject
the position of those who treat children as
defective adults, as deficient in language,
as so many umps of clav to be foreed into
a mold and reshaped as look-alike, think-

, .
] kc aneth Goodiman v a professor st Wavne
: State Universitn, Detroit, Michigan,

Kenneth S. Goodman

alike, talk-alike robots. I must reject direct-
Iv and unequivocally programs and prac-
tices which I believe threaten to create a
new dark age in reading and language in-
struetion,

If children are vur concern then we are
accountable ultimately only to them. Those
whe believe in kids must speak up in their
defense. How can we face these kids, now,
and later when they are grown, if we aban-
don them to the behavior modifiers, to the
interveners in their lives who want to buy
their souls for a handful of M and M's and
win their parents’ consent for a book of
green stamps®

We've got to tell the operant conditioners
and the contingeney reinforcers that kids
can leamn like pigeons but pigeons can't
Jearn like kids and that learning theories
that try to reduce learning to read to bite-
size pellets that pigeons can swallow are
inmappropriate and theoretieally wrong and
ultimately harmful to at least some kids.
We've got to assert that if Kids leam to
read with these pigeon pecking programs,
that'v 1 tribute to the language leaming
cempetence of kids which makes it possi-
ble to overcome the absurdities of pro-
grams like Distar and BRL and «camn to
read anvway. Most children can learn in
spite of such programs which fragment
reading into sequences of measurable ir-
relevant trivia. But cnough childien suffer
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that 1 would like to see signs displaved all
over the walls of the exhibit areas of pro-
fessional conferences of groups like 1RA
and NCTE which sav: “Caution: instruce-
tional materials displaved here may be in-
jurious to the mental health of vour pupils.”

Following the initial commitment of this
paper I'm going to state a series of key
principles about reading and learning to
read and will discuss these in relationship
to some current practices and trends.

Reading Is Language. Reading is one of
four language processes. Sinee literate so-
cities have two altermate forms of language,
that is, sprech and writing, reading must
be viewed as the receptive written lan-
guage process, parallel to listening, the
aural receptive process. Speech and writ-
ing are the productive processes.

Readers Are Users of Lunguage. Readers
are people who use this reeeptive proceess
to construct meaning from written lan-
guage. Reading is successful to the extent
that readers can construet meaning. The
writer encodes thoughts in Janguage. The
reader goes from language to thought. The
reader decodes.

Reading Beginners Are Competent Lan-
guage Users. When children learn to read
their native language they bring to the task
a competence in language which they use
int listening and speaking. They can process
an aural language sequence. get to its un-
derlving structures, and construet meaning,
They are limited in doing so successfully
unl\ to the extent that cognitive dowlup-
ment and refative Taek of esperience Timit
them. Thev have mastered the svstem of
language. its symbols, rules and patterns.
If they lack vocabulary it is more a result
of limited experience and cogpitive devel-
opment than @ cause of Lack of comprehen-
sion.

Every child, in every strata of every so-
ciety learns well at least one language form,
the one most useful for purposes of com-
munication in the community. Only the
most severely handicapped children are
hindered in this achievement. Unfortunate-
Iv, through ignorance und prejudice, a ste-
reotype has developed of “linguistically de-
prived,” “non-verbal,” “culturally disadvan-
taged” children. Researchers and authorita-
tive writers are not immune to elitism and
racism. Ethnocentrism, a tendency to judge
others by the extent to which they deviate
from one’s self, contaminates a good deal
of the professional literature dealing with
the language competence of low status chil-
dren. The stercotype is a vicious one but
not new to America nor restrieted to poor
Blucks or Appalachian whites. The “Dumb
Swede,” “Dumb Dutchman,” “Stupid Pol-
lack™ stereotypes attest our willingness to
cquate difference with deficiency and as-
sume that people who don't speak our awn
version of good English thereby demon-
strate »n inabilitv to do so resulting from
inferior ancestors or inadequate home en-
vironment, or some combination of both

Compensatory education, through  which
we will help these unfortunate wretches to
overcome  their  deficiencies and  inade-
qmwk s and become as much like ourselves
as is possible, considering the long way
they have to come, is the solution offered
for problems that dow't exist.

Instead of this stercotype we must rec-
ognize the competence of children in their
own language, whatever its social statuos.
Literacy can become an extension of the
existing language competence of the leam-
er if we understand it and encourage chil-
dren to relv on their language strength in
leaming to read.

Language Exists Only to Communicate
Meaning. Language is an arbitrary code,
a social invention, to meet the needs of its
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users for communication. Apart from this
purpose it hecomes a sct of abstractions. In
its relationchip to meaning it becomes, for
its users, almost a part of the concrete
world which it is used to represent and
manipulate. Language learning when it is
in this communicative contest is like con-
crete learning. Leaming to read requires
relevant meaningful language in order for
Linguage users to make use of their c\mtmg
!ang.,u.xg,v competence and of the meaning
context in which language processes fune-
tion,

Any attempt to reduce the complexity of
Languase in reading by sorting out letters
or word parts or words increase the coms-
plevity of the learning since it substitutes
abstract Tanguage clements for meaningful
language.

There is no need for extrinsic motivation
in teaching reading such as raisins, green
stamps, M and M's or grades. The motiva-
tion in all hinguage learning is suceessful
commuenication. Communicative need, the
need to understind aud be understoad, is
the driving force behind Lingoage Jearning,
It is onlv when lingnage is divoreed from
micning or the meaning is irrclevant to the
learner that estrinsic rewards are needed
to spur learning. Furthermore such rewards
work regardless of the value or validity of
what is being learned, Behavior which ulti-
mately interferes with suecessful reading
T he fostered with exteinsic rewards
sinee they do not relate to the process itself,
One nm,ht safelv conclude that the Jess
soundly based on Rnowledge of langnage
use and anguage Imrmng & program is
the more likely it is to require extemal re-
wards to kmp the pupily involved.

There Is No Defensible Sequence of
Skills in Reading Instruction. Since reading
munt, like all language processes, be always
related to the communication of meaning,
there is no time in reading acquisition

when the reader may dispense with any
aspeets of the process that would resuit in
the learner dealing with anything less than
whole natural meaningful language. Only
in its communicative use are all elements of
the reading process in proper perspective,
The actual importance of any letter, letter
part, word or word part at any point in
reading is totallv depaud on all other
clements and on the gra nd meaning
of the language sequeace.

Isolating and sequencing skills appeals to
the logic of the adult literate as a means of
being sure that the noviee encounters and
Jearns to control each thing hat a proficient
reader controls. But such sequencing was
not a necessary prerequisite to the original
language acquisition of the same leamers.
They leamed to understand and be under-
stood through oral language at an earlier
age, with no prior language competence,
and without the professional help of teach-
ers. Imagine putting infants through a pro-
gram where they were first taught sounds,
then the blending of sounds into sound se-
quences, then production of words, then
phrases, and then sentences. after which
they were permitted to engage in meoning-
ful purposefal discourse. Such a program
would not foster language learning; it
would vield large numbers of childrer who
were  candidates for remedial  talking
classes.

But children learu language beeause they
encomnter it whole and within the context
of meaningful use in meanivefal situations,
Out of all the sensory ingut which bom-
bards them and out of a3l the noise, both
linguistic and non-lingustic they encoun-
ier, they are able to sort out language, re-
Jate it to the accompanving experience and
reach the point at a tender age when they
can easily express any thought thev can
think thmn;,h utterances that they generate
but have never heard before, It is absurd
to think that these competent language us-
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ers need to have the process of reading
turned into an academic cxercise in pseudo-
scientific linguistic analysis. All they need
to become as effective in reading as they
are in listening is meaningful written lan-
guage which they need and want to under-
stand.

No resviarcher has ever been able to sup-
port any particular sequence of skill in-
struction s having anv  intrinsic  merit
which derives from linguistic or psveho-
linguistic analysis. All sequences are arbi-
trarv. often frankly stated to be so by these
who originally formulated thun, though
not alwavs by fater borrowers.

Accuracy in Reading Is Inconsequential.
Suceesful readers are those who are most
cffective:  thev can construct 2 message
which suhst.mh.nlh agrees with the one the
writer began with. and most effcient: thev
ase the Teast amount of effort to achieve
that end. Accuracy, correctly naming or
wdentifving cach word or word part in a
graphic scquence, is not n-cessary for of-
feetive reading sinee the reader can get the
meaniug without accurate word identifica-
tion. Furthermore, readers who strive for
aceuntey are lkelv to be ineficient. They
use too much available graphic informa-
tion sinee  the amount of  information
needed to identity graphic clements far ex-
ceeds the amount needed to predict the
underiving strueture and coastruet a re-
Litedd meaning. Efficient readers sample
from the distinctive featnres of the graphic
displav using onlv enough to ik a useful
prediction about  the structure and  the
meaning, Then thee sample agiin to con-
firm or contradiet their predictions. Too
carcful reading becomes bogged down in
detail so that meaning is lost. The too care-
ful reader is Bke a driver who has not vet
learned to sort out the realities which as.
sateft his or her senses which are needed
to mutke effective decisions: when to stop,

Q

RIC

Aruitoxt provided by Eic:

to speed up, to turn. Using all the available
injormation iy little better than using none.
There is too much to sort and evaluate, An
efficient driver predicts, anticipates and
therefore is able to ignore the insignificant
and capitalize on reallv significant informa.
tion bearing cucs.

Readers who are efficient and effective
operate in much the same manner as such
drivers. If they do make miscues they be-
come aware of them only if they result in
loss of meaning, since they are ccmstantly
monitoring the process for meaning. They
are trving to comprehend, not say words.
Furthermore, sueh readers know how to re-
cover from significant miscues which do
disrupt meaning and eorrect. Better read-
ers don't just make fewer misenes they
make better miscues, Their misenes are
more likelv to retain meaning and tecept-
able sv ntax. The process of reading is such
that even vy efficiert readers make mis.
cues. But efficient readers know how to re-
cover meaning when misceues have caused a
loss of meaning,

Reading Is a Single Process, In recent
vears some writers bailding on o few nar-
rowlv fuicrpreted lnguistic principles have
arged that the teaching of reading could
be divided into two parts; a code-omphasis
stage during which the Jearner is taught to

“erack the code™ by matching graphie pat-
terms at phonolc gical omes and meaning-
emphasis stage that would follow where
the reader lewr s to comprehend. Such ar-
inments are based on twn key misconeep-
tious,

The first is that oral language is not a
codde but written language is. Such a view
iv not consistent with linguistic reality,
Buth the phonological and graphic surface
representations of language utilize arbi-
trary svinhols svstematically patterned by

English grumar to represent meaning,
Spoken language is no less 2 code than
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written, Learning to recode from a graphic
code to a sound code is not decoding which
must result in going from code to meaning.
Even in alphabotic writing svstems, such as
English uses, though the graphic svstem in
origin relates to the phonemes and patterns
of phonemes in oral language it becomes,
in practical use, an alternate way of repre-
senting meaning.

The second miscopeeption is that one can
uselully sepiarate concern for the aspecie of
the written code from the use made by e
reader in recomstructing weaning. As indi-
catedd above. sueh @ separation at best re-
sults in ineficient reading and at worst
ercates barriers to effoctive comprebension,

Behavior and Competence Are not the
Same. There is nunpant in education today:
a mindless empiricism Largely hased on be-
havioral leaming theory that equates be-
havior with competence, that makes change
in behavior the only defensible goal of in-
struction, and which asserts that all cur-
riculum and instruction must be judged in
terms of observable, measurable changer in
bohavior. 1 call this mindless cmpiricism
because it accepts onlv what can be seen.
Where would astrophvsies be if Galileo had
believed that? Science alwavs starts with
the observable but then it ereates theories
to explin the processes by which these
phenomema are produced. Then the the
ories are tested against observable reality
and either rejected or madified i thev do
not adequately oxplain and predict,

In reading instruction the goal is not to
produce bebavior in the form of perfor-
mance on tests: the goal is comprehension.
We seek readens to achieve a competence
in reading which is both efficient and coffee-
tive. We may use tests, or oral reading, or
other performances as evidence of this com-
petence, but we are never justified in say-
ing that the performance we can observe
and measure is the competence itself. In

Fact a pupil may be taught to perform well
on tests of reading without acquiring read-
ing competence. This is particularly true if
the tests deal with sequenced skills and not
reading  comprehension. Children may
Jearn to sav letters or name words. but not
to construet meaning from  written lan-
guage. Only with a thorough understand-
ing of the reading process and how it is
used can one interpret behavior in reading
to get invight into the strength of the read-
ing process as it is heing used,

Nuclear physies is hased on a theory that
Eimtein developed on the basis of inter-
preting the behavior of the stars and plan-
ets, But it extended knowledge in direc-
tions which could not be confirmed until
decades Tater through any obscrvable and
measurable  phenomena, The  theory of
gravity that Newton developed was a basie
tool in planning moon explorations. It re-
uired madifications when it was applied
to the new conditions of the moon. But
what would have heen the fate of our 8rst
manned flight if we had relied only on ob-
servitble phenomena in planming their trip?
How smany crews wonld have perished
while we shot off rockets and watched
where they went?

Theory iv reading, built on a base of
psvcholinguistics, the study of the interre-
lationships of thought and language, has
progressed to the point where it is possible
to interpret reading behavior and even pre-
diet it. There is no justification to super-
ficial focus on behavior without relating it
to underlving competence.

Nor can we justifv narsow behavioral ob-
jectives which reduee reading to a eollee-
tion of measurable trivia and er:oncously
force onty the reading process an inappro-
priate sequence of isolated skills, Objec.
tives in reading relate to the efficient, offee-
tive control over the process and a fexible
competence in the use of reading to com-
prehend a wide range of written language,
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If these objectives are not as finite and
precise as the ones conjured up in the name
of specificity then that is one more demon-
stration of the inappropriatencess of behav.
ioral learning theory to language learning,

Tests in Reuding Are Anchors Against
Progress, Reading tosts in current use lag
far behind current theoretieal insights into
reading and learning to read. They lag far-
ther behind than practice and, particularly
with the current eimphasis on aceountabil-
ity which is eqquated with test performance
serve to pull practice away from inmovation
and the application of new knowledge.
Teachers teach to the test particularly if
thev and their schools are going to be
}mh,: « by pupil performance on tests,
Sound tests of reading performance would
need to be built even more carefully on a
modern theoretical base than methods and
materals. They would necd to be used by
practitioners capable of interpreting per-
formance to get at underlving competence.

Test markers are not going to provide
adequate tests however until those on the
market ceise to be profitable. Even new
tests are measured today by the degree to
which they correlate with the older ones
Educators need to decare a moratorium on
the use of reading tests until publishers get

7

the cobwebs out of them. In the meantime
th!’ immense '\p('!l\l' in time ﬂ"d Xn()n('\
that goes into tests could be used for in-
serviee education to provide teachers with
the knowledge they need te assess pupil
progress toward reading ¢ smpetence,

People not Technology. No new teacher-
proof materials or child-proof machine is
gaing to solve the prablem of assuring all
chilklren become functionally literate, But
teachers who believe in kids, who under-
stundd how language works and who can
heip kids capitalize on the language re-
sources which they bring to school can
solve the problem. We " wow now how
readding works: we know b+ it is leamed;
we understand ity uses and limitations bet-
ter. And it turns out that the help kids
need from school in acquiring literacy s
assistance in using strengths they already
have and resources they aleeady possess.

Johiy Hersey's Child Buyer is alive and
well and dumg business in every school
house in America. He promises to teach
Kids to read, to raise their 1Q's, to purify
and cleanse them, and to modify their be-
havior so theyll be docile, vbedient, and
conformist. Are we on his side or that of
the kids?

Helping Children to Read .. .

What is reading? How can we best help the child to read? These are essential questions ta be
considered today as new insights are being provided from the studi~s of psycholinguistics. “Re-
spond towhat the child is trving to do.’ writes Frank Smith, The **motivation and the direction
of'learning to read can only come from the child, and he must look for the knowledge and skills
that he needs only in the process of reading. Learnir.g toread is a problem for the child to solve.”

From: “Twelve Easy Ways to Makc Learning to Read Difficult,” Psvckalmgumm and Readirg, ed,
Frank Smith (New York: Holt, Rinchart, and Winston, 1973), p. 195.
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Jean's Influence on Dick and Jane

Names, terms, aned plins seem to come
and go in education, but one name, Jean
Piaget, hus come to be quoted reeently
more than anv other in the icld of cogni.
tive psvehologe, He has beeome a guiding
light for some and a stumbling block for
others. Over 330 Piagetian  manusceripts
were processed into the ERIC svstem in
the past two vears, indicating the extent
of interest in his theories. Sinee many of
these studies are applving the prmuptvs
and postulates of Piaget to development of
curricnlum in Janguage, reading, listening,
and componition, it will be of value to a
reading teacher to become acquainted with
their messages,

Raven and Salzer in an article (ED 037
112) entitled "Piaget and Reading Instrue-
tion,” advise students and teachers of read-
ing to search among Piaget’s findings for
insights and clues which mav apply to their
problems in theon, rescarch, and practices
of reading development. "Piaget might be
compared o an explorer who sets out to
investigate unknown  territories. but who
ends up discovering a new continent.”

(Heurv W, Maier, Three Theories of Child

Stster Rosema kae!johann is Assoctate Di.
rector of the ERIC Clearinghouse on Reading
and Commurication Skills. NCTE headquar.
ters at Urbana, Illinois. ERIC/RCS is spon-
sored by the National Council of Teachers of
English in cooperation with the National Insti-
tute of Education, U.S. Department of Health.

Education and Welfare.

Sr. Rosemary Winkeljohann

Development, New York: Harper & Row,
Publishers, 1985, p. 80.)

In the development of a reading program
or i language arts program, the psychologi-
cal studies of jean Piaget might well pro-
vide the kind of rationale which could give
insights into helping students to develop
consciously the perceptual and conceptual
skills necessary for a more complete aware-
ness of the mental experiences. The con-
cern of Piacet is with internal mental
organizationa] activities called schema. A
schema is an internal organization that
adapts and changes its structure to fit reali-
tv. The intelligence develops in a sequence
of periods and stages that are related to
age, or as Piaget says, “Schemas bave a
history; there is a mutual reaction between
former experience and the present act of
intelligence.” Piaget concerns himself with
studies and observations on understanding
the mental processes called schema within
the individual, rather than with the stimu-
lus from environmental cues which are the
mutjor concerns of most learning theorists,
Reading teachers should know that thev
turn to Piaget for ideas, not statistics. Pia-
get has often said in interviews, that he will
not tell edueators what they should do with
his ideas because he is not an edueator
but a learning theorist.

Piaget tells us that there are four stages
in the development of the student’s central
nervous svstem which affect his intellec-
tual growth. The four periods of Pinget
sty be sumnmarized as foliows:
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t1r Sensorimotor Period (birth to age two)
It i at this age that the childs mind
develops in the nse of hiv senses and
thnmgL motor activities. The child in-
temahzes his pereeptions and activities
to create his view of the world, The
child alvo develops language (vocabu-
lant) and use of symbolie imagery,
Preoperational Period {(about age two to
seven )

The ¢hild will, during thix period, de-
velop  classifving, ordering, and  trans-
forming, The world of the child is full of
sights and sounds which at fint appear
chaotic and confusing. From this chaos,
the child must gm(ﬁmﬂv create order,
The child at this age is learning to dis-
tinguish among impressions that assail
his senses. At this time the child devel-
opy an alinost complete language sys-
tem(s ),

Concrete-operational Perdod (about age
seven to eleven)

As he slowh but surely gains mastery
of himself uwnd his enviromment, the
child moves into the development of in-
tem ated structures, where thoughts may
fo considered asv structurel wholes, The
sage of integrated structures i one in
whith he may do operations that are
separate. In this process the childs
thinking becomes revensible. He learns
to converve, to see that abjects or quan-
tities  will remain the same  despite
changes made in their appearance. Con-
senvation, as Piaget uses it, is the prop-
erty of conerete operation, as well as tl‘w
aren of logical “groupings.” In other
words the child needs the ability to have
the parts shifting but to mentally know
the whole, Reversibility of thought thus
is connected with collective conserva-
tion.

Formaloperational Period  (about age
eleven to adulthood)

It is at this time that the child develops
a value svstem ond a sense of mormlity,
The child now understands the Jogic of
proposions and hyvpotheses,

(41

There is further explanation of these peri-
ocds and the development of language arts
and reading progranw in Boston-Northamp-
ton  Language Arts Programs by James
Wilsford, (ED 028019, ED 021930, ED
029 022, ED 027 946. ED 027 945.)

There appear to be three principal ways
in which Piaget’s theories may be applied
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to education. One is that the individual
child’s general intellectual  development,
special scholastie aptitude, and readiness
for various kinds of instruction could be
assessed. Second,  curriadum  planning
could be done in the context of Piaget's de-
velopmental findings. Third, Fiaget's theo-
ries could suggest the most favorable con-
ditions for learmming and henee how we
should go about teaching. (Jerome Brumer,
The Process of Education. New York: Vin-
tage Books, p. 366.)

The challenge facing educators in the
light of Piagets findings, then, scems to
come in the area of curriculum planning.
Piaget has  outlined  stages of  mental
growth, has tricd to help us anderstand
mental pracess or schema, and has hinted
at the maturation necessarv, Piaget is ad-
dressing educators by asking us to stand
back from our programs to see if we are de-
veloping “the right things at the right
time.”

This planning is dealt with in various
plices. In Piaget in the Classroom (ED 080
958}, Schwebel and Raph discuss the role
plaved by actions—children’s manipulation
of objeets—in the development of intelli-
genee, knowledge, and the act of reading.
In the Reading Process in the Perspective
of Piagetian Theory (ED 080 958), Haskell
Camon proposes a theoretical description
of the reading process based on Piagetian
coneepts of mental functioning. We learn
from this rescarch the mental operations
connected with ypoken language and with
reading printed Tanguage. In Piaget’s Theo-
ry of the Decelapment of Cencrete Logi-
el Thinking: Implications for the Elemen-
tary Curricutum (ED050937) by Mavbelle
Reid Newby, implications foeus on opera-
tional thinking, learner participation, and
sacial involvement. One of the recommen-
dations proposed in this studv is that teach-
ers should evaluate the quality of thinking
as well as the quality of data mastered. and
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provide mamy conerete objects for nanipu-
Lation and tasky for student inguiry, The
study encourages teachers to ook upon
the process of reading as extremely impor-
tant rather than to place more emphasis on
developing a data base within the child.

Another studv, Children’s Metalinguistic
Coneepty anel I{e'mhnef by Walter \!.u(.xm-
tic (EDOTS 391, assumes that although
the pre-operational child generates svntae-
tic utterances, it cannot be inferred that he
can comprehend the process of amalyzing
or svithestzing words or utterances as spe-
cimens. Tt follows that trving to teach pre-
operational children (ages two to seven)
by decomposing words or sentences, on the
assumption that words and the relation be-
tween words can be svnthesized, may be
aratfogons to trving te teach the refation-
ship between money and \Wall Strect.

It was the purpose of the MacGinitie
study to determine what reasoning tasks
are performed in analvzing words in prim-
ers and first readers of several basal tests.
The study indicated that children are not
readv and that they have difficulty with
rules capplving an abstraction to a conerete
situation ), but they were often able to do
phonies lessous when the phonies Jesson
was i end initself.

This study indhieates that our beginning
reading programs based  on abstractions
(phonies rules) do not correlute with the
mental provesses of which the child is capa-
ble at this age, as Piaget has outlined.

There have been materials  developed
which can aid the diagnostician in obser-
ing the progress of a child’s mental devel-
upment. The tellowing study, The Relation-
ship Between Consercation Abilities on
Selecteed  Piagetian  Tasks and  Reading
Ability « ED 073 650) by Marilvn Jane Hur-
ta. used the material called Piagetian Tasks
and was to determine the relationship be-
tween the child's ability to conserve and
his reading ability. Two groups of twenty-

Jean's Influence on Dick and Jane

five children, ages 7.0 to 8.3, were scleeted
as subjects. One group of children was
classified as reading disabled and the other
as nonereading disabled. Each child was
administered the Concept Assessment Kit-
Conservation, a standardization of Piage-
tian tasks, and the Durrell Analvsis of
Reading  Difficulty, The Concept Assoss-
ment Kit measured  conservation of two-
dimensional space, number, substance, con-
tinuous  quantity, weight, discontinuous
quantity, length, and area. Each child was
classified according to his level of funetion
and his stage of development on all tasks.
Classification for the level of functioning
was cither consenver. not-conserver, or at
the transitional level. A Chissquire value
wis cleutated for each hvpothesis formu-
Luted. The results supported the following
conclusions:

g1} The only significant differonces which
exist botween children classified as read-
vrs und those classified as disabled read-
ers were found in the conservation of
Iength on Tusk A and in the stage of
development on all tasks administered.

t2) There appears to he a relationship be-
tween the child's fevel of ftmctmnfng on
specific consenvation tasks and the spe-
vific veading  sub-test of the Purrell
Analysis,

"It is Piagets genius for empathy with
children, together with true  intellectual
genins, that has made him the outstanding
chikl psvehologist in the world todav and
ome destined to stand beside Freud with
respeet to his contribution to psvehology,
cducation and related disciplines.” So says
David Elkind! in Cignt in the Nursery-Jean
Piaget. Davia Elkind nos been an advoceate
of Piagets work since Lo spent a vear
studying at the Institute for Eduvcational
Science in Geneva. Elkind goes on to say.
“Just as Freud's discoveries of unconscious
muotivation, infantile  sexuality and  the
stagres of psvchosexual growth changed our
ways of thinking about human personality,
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so Piaget's discoveries of children’s implicit
philosophics, the construction of reality by
the infant and the stages of mental de-
velopment have altered our wavs of think-
ing about human intelligence.”

Another person helping us in edueation
to understand  Piaget is Eleanor Duck-
worth, who studied in Geneva at Plaget's
Institute of Genetie Epistemology. She was
Piaget's tramlator when he spoke at Cor-
nell University and the University of Cali-
fornia. She tells us that Piaget buys the
adage that experience is a good teacher but
that it keeps a dear school. Piaget savs
that experience is essential for intellectual
development. But more than experience is
recuired. The child must be active, must
transform things, and must discover the
structure of his own actions on the objects.

The implications of Piaget's theory and
those of other fnvestigations which have
been influcnced by him are stated by E.
Burgess in Values in Early Childhood Edu-
cation, a publication of the National Edu-
cation Association, as follows:

(1Y The impuortance of semsorimotor experi-
ence is underined,

(2) Language, especially that which relates
to Ibelling, ategorizing, and exprress-
ing, is intimately ded to developing
greater faeility in thinking,

"

{3) New experiences are more readily as-
similated when based on the familiar,

(4} Repeated eaposure to a thing or an idea

in different contexts contributes to the

clarity and flexibility of a growing con-

cept of thins{ or idea,

{3) Aceelerated learning of abstmet concepts
withaut suflicient related experience may
result in symibols without meaning.

Onee teachers begin to look at children
from the Piagetian perspective they can
also appreciate his views with regard to
the aims of cducation. “The principal goal
of education,” he once said, “is to create
men who are capable of doing new things,
not simply of repeating what other genera-
tions have done—men who are creative, in-
ventive and discoverers, The sceond goal
of education is to furm minds which can
be critieal, can verifv, and not accept
evervthing they are offered. The great dan-
ger today is of slogans, collective opinions,
readv-made trends of thoughts. We have
to be able to resist individually, to criticize,
to distinguish between what is proven and
what is not. So we need pupils who are
active, who learn carly to find out by
themselves, partly by their own spontane-
vus activity and partly through materials
we set up for them; who leam early to tell
what is verifiable and what is simply the
first idea to come to them,”

A Wealth of Materials for Reading . . .

*Along with television. films, filmstrips, video-tapes, and the like, there is today an amazing
variety of material in prir.t: picture books. some without text; easy-to-read books, invaluable for
the beginning and the poor reader; poefty for and by children; folk literature that includes tales,
myths, fables, epics, and legends: modern fanciful tales, ranging from imitations of folk tales to
science fiction: historical fiction and biographies; animal stories, family stories (including the
“*problem stories"), realistic fiction about people of almost every land and every race: career
stories and sports stories: informational books and how-to-do-it books. They are in every public
and school library, in bookstores and drugstores, on supermarket racks and corner newsstands.
There are reading kits, book-and-record sets, comic books and children’s magazines—and a
great dea! of print meant for adults but read also by children.”

Fr(:?m: Children and Books by May Hilt Arbuthnot and Zena Sutherland, Scott, Foresman, 1972, 4th ed..
p. 2




Reading: Linguistic Guide Lines

In 1933, Leonard Bloomfield's Lenguage,
a revised version of the 1914 Infroduction
to the Study of Language, presented struc-
tural linguisties to academic America. This
unicque contribution has influenced not only
the direction of the study of language but
also the teaching of spvvch grammar, and
reading.

Thirty vears later, the publication of
Fries's L{rwmsm s and Reuading (1962) fol-
lowed by LeFevre's Linguistics and the
Teaching of Reading (1964) dirccted at-
tention to the phonemice basis of word per-
ception and the intonation basis of both
word perception and comprehension, These
and other publications by linguists reflected
in varving degrees Bloomfield's criticisins
of reading instruction and his emphasis on
regular spellings in begiming reading m-
terials,

Although the relationships of phonemies,
morphemies, and svntax to reading were
not new to a few dedicated scholars, some
educators with a messianic urge lined up
behind the prestigions banner of linguistics
and pursaed this “innovation™ with extreme
unction. Satisfied with terminologieal inex-
actitude. they (1) talked about the linguis-
tic approach, (2) overemphasized regular-
ity of Ixxg.j:s!x orthography, (3) elevated
the triad of relatively consistent vowel rules
to the status of spelling patterns (e.g., hot—

F Dr. Betts is B¢ search me( ssor at the Uni\er-
sity of Miami, Coral Gables, Florida.
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hop, came—~game, eat—cheap), (4) beeame
preoceupied with either phonemies or in-
tonation to the exclusion of the other, (5)
adopted a superficial notion of reading as a
simple process of decoding writing into
speech, and (8) espoused programs ir: need
of sound learning theory.

Undoubtedly some of the penumbral
gloom of linguistics and reading derives
from different viewpoints of linguists, read-
ing speeialists, psvchologists, philologists,
philosophers, social scientists, anthropolo-
gists, information theorists, semanticists, or-
thographers, logicians, acoustie physicists,
and others interested in this medium of
conunmmication. These scholars tend (1) to
restrict their views to the probleras in their
own discipline, (2) to use special terminol-
ogy which uncritically interpreted may pro-
dunee mutual misunderstandings, (3) to
commit themselves to one school of thought
in their own field, and (4) to entertain sim-
plistic notions regarding the stepchild
called reading.

Teachers are concerned with three facets
of instruction: motivation, perception, and
thinking. The last two facets deal with lan-
guage structure related to orthography,
cognitive structure, different categories of
meaning, regional speech and sub-dialects,
and communication in general. Hence, they
have a unique package of profound, multi-
faceted questions which require moderate
alternative answers for evolving quality in-
struction. In short, rcading specialists make
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use of relevant vields from diverse re-
searches on verbal behavior—with reading
processes which include, but transeend, lin-
guistic processes,

Linguistics: Applied Values

Dedicated scholars exercising a voice of
responsibility in reading instruction, have
continued to ask rewarding questions about
the coutributions of different linguists.

Contributions of linguistics to reading in-
struction include:

1. A growing awareness of a need for
courses in phonemics and grammar as one
set uf prevequisites for a course on reading,
methodology ( These prerequisites are com-
plementary  to prerequisite  psyehology
courses dealing with learing theory, per-
ception, and thinking.)

2. A description of language—-its pho-
nemic  grammatical  aspects—an  essential
but not an all-inclusive basis for under-
standing reading processes

3. Coneepts for studving language devel-
opment and assessing achievement in the
use of language

4. A distinction hetween the language
code (speech sounds or the graphemes rep-
Cresenting these sounds) and the message
¢ But this dichotomy, involving the assigned
role of meaning in a theorv, can be a psv-
chological trap in a rationale for reading
instruction.)

5. An approach to (a) the assessment of
linguistic prereduisites (e.g. spccch pro-
duction and grammar) for beginning read-
ing instruction and (b) differentiation of
instriction to insure preparation for initial
reading

6. A svstematic approach to the studv of
the relationships between phonemes and
graphemes as one facet of the perceptual
process ¢ Studies of this orthographic di-
mension of reading instruction have spot-
lighted the futility of appiving phonic rules
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to the host of irregularly spelled words in
heginning reading—c.g., you, come, who,
said—and the need to validate an initial
learning alphabet.)

7. Phonemie coneepts for developing an
initial teaching medium—an angmented al-
phabet (c.g. ita.), spellings using the Ro-
man alphabet  (e.g, Godfrey Dewey's
World English), dineritical markings (¢.g.,
Edward Fry's DMS)

8. An impetus to the study of the discrim-
inability and perecptual liabilities and as-
scts of different alphabets for initial read-
ing instruction, s one ;tpa“.much to reduc-
ing what Bloomficld called the “graphic
ceeentricitios” of writing

8. A reduction of “noise” in the teaching
of word-pereeption skills via understand-
ings of regional speech and sub-dizlects

10. An intonational basis for teaching
word-pereeption skills and comprehension

I1. An expansion of the concept of con-
text clues—semantic structure vis-a-vis lin-
guistic structure

12, An ossential contrast of structural
meaning with referential meaning, funda.
mental to teaching word-perception skills
and reading by structures ( cognitive strue-
tures shaped by linguistic structures)

13. An approach to the study of and ac-
commodation to the language of culturally
different individuals

14. A linguistic dimension to formulas
for estimating the readability of instruction
materials

13. A step forward to the cevaluation of
the coneept that linguisties is fundamental
to the theory of thinking~of Benjamin
Wherf's concept of “linguistic relativity”
(Thinking is relative to the language
learned.)

16. New insight regarding the investiga-
tion of reading disabilitics caused by brain
lesion (dyslexia), espeeially syntactic apha-
sia

17. Theoretical constructs for research on



14

learning to read as one facet of language
development

18. New concepts for researching the
reading processes of reading achievers; e.g.,
the influence of svntactic structure on fixa-
tion pauses, eye-voice span, regressive
mavements, word pereeption, ete.

19. Theoretical constructs which facili-
tate an interdisciplinary approach to re-
search on the reading process, particularly
for a psvcholinguistic approach

20. An increasing amount of significant
research on the learning of phoneme-
grapheme relationships, conducted by psy-
cholinguistics in cooperation with teams of
scholars including linguists and paralin-
guists (Note: The process of reading by
structures at the grammar-cognition level
have received less attention.)

Bases of Reading Instruction

Linguistics, psychology, sociology—all of-
fer guidelines to the escalation of reading
instruction. This discussion deals with one
vf the bases of reading instruction: linguis-
tics,

One, but only one, of the prerequisites
to understanding word-perception  pro-
cesses in reading is & “working” knowledge
of phonemies  (significant sounds of
speech) and grammar.

A streamlined course in phonemics rele-

Reading: Linguistic Guide Lines

vant to the needs of teachers permits an
understanding of speech sounds related to
spellings, syllable stress, and phrase stress
plus a healthy respeet for different dialects.
Equally important, is a “working” knowl-
edge of grammar, especially of intonation
as the keystone of grammar and reading,
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A Good Reading Program . . .

! Begins where the student is and permits progress at individual rates of speed
2 Guarantees success from the initial experiences )
3 Stresses development of oral language skills and cortinues to be closely coordinated with the English
rogram to avoid repetition, as in a well-planned phonological sequence
4 Teaches reading skills using reading material of interest to the child
5 Does not belabor the teaching of skills but moves quickly into a program of wide reading of literature
with instruction in literary concepts
6 Uses multimedia to present information and o motivate reading
7 Extends abilities to think—analysis, compatise.: eriticism, comprehension
8 Experiments with varied approaches to meet individual needs incorporating the best of each ap-
gmaeh to reading -
9 Stimulates real interest in reading for pleasure and information; develops habits which will extend
into adulthood
10 Develops research techniques and familiarity with library tools

From: Centemporary E. ngg‘s& in the Elementary School, by Iris M. Tiedt and Sidney W. Tiedt, Prentice-
Hall, 1975, 2nd ed., p. 336.
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Politics and the Teaching of Reading

In that handy little book called Reading:
Process and Program, Ken Goodman and
Olive Niles define reading as “The com-
plex process by which a reader recon-
structs, to some degree, a message encoded
by a writer in graphic language.” This is
a good guide for what the teacher should
attempt to focus on in developing reading
skills in children. However, the definition
does not approach the activities of those
who attempt to develop reading programs,
train 1cading teachers, or develop reading
materials. There are myriad activities unac-
counted for by this definition which these
professionals must undertake.

The woman teacher rightly views her
activitics as a moral enterprise. That is,
she attempts to develop certain skills, cer-
tain patterns  of thinking and certain
ideas for the children in her class. Al
though she does promote certain modes of
thinking and behavior in children, she
probably does not consider her activities
political. She is probably right. But I think
those who are concerned with the larger
dimensions of reading are and perhaps
must be politieal in their activity. That is,
they are concerned with the total cumplex

Pt - st e e —— et o -
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of relationships among those who are in
any way concerned with the tecching of
reading. To cite one example, there are
those who point out that less time in school
is spent today on the teaching of reading
than was spent 25 years ago. Such a fact
is not assessed ob;cctwely to determine
whether the decrease is justified. Rather,
the decrease is frequently treated as a polit-
ical matter and viewed as a denial of the
child’s birthright, almost as serious as dis-
enfranchising him.

Those who educate teachers of reading
frequently find themselves concerned with
far more than familiarizing the neophyte
with the processes of decoding, child learn-
ing, motivation, and evaluation of results.
They find themselves enmeshed in a com-
plex of relationships that run the gamut
from competing reading systems to the high
level economies of financing reading pro-
grams. This inclines them in their teaching
activitics almost to take the position of the
man who trains technicians to cut hair and
run a barber shop. It is reported that one of
these men once said that if he were running
a barber college, he would include a course
in window dressing; he would bring in suc-
eessful shop owners to tell the neophyte
barbers how to beat the competition of
other shops; he would include a course in
how to cut prices without going bankrupt;
how to persuade people not to patronize
the shup across the street without commit-
ting libel; how to prepare an incume tax re-
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turn without cheating, how to compete
with wther barber shop owners, And ini-

dentally L he wonld teach them how to cut
hair, There are those who believe  that
teaching  teachers  of  rewding  involves

equihy far-ranging activitio.

The position 1 take hers is not the e
treme position taken by B're Neil Pogtman,
in his article called, “The Politios of Rewd-
ing,” which appeared in the Harcard Edu.
cational Retiew two vears ago, His thesis
was that it is immoral to teach children to
get ideas primarily through the medium of
print. becase print s outmoded in our
multi-media socicty, My thesis is that the
teaching of reading is & many ficeted en-
terprise, which regnires knowledges ranging
from ceonomitsy to pnhtimd seienee, and
skills ranging trom mnderstanding the de-
cading process to wiiting an attractive
grant proposal,

Without @ doubt the sehool, defined in
broadest terms, is a political institution. As
such it must wmpvtv with other institu-
tions in our society for recognition, financial
support, and intluenee, This be g so, it s
not surprising that reading, one of the pri-
mary activities in this political institution,
should itselt be a political activity. Reading
does have to compete with other arcas in
the curriculum for recognition, financial
support and influence. For example, in at-
tempting to get federal financial support
from the US. Office of Fducation these
davs, reading must compete with USOE's
current focus on teacher renewal activie
ties and carcer education, The svstem ap-
parently is closed to support for the subject
reading, except in the Right to Read Ef-
fort. On the local level, Title T or Title IV
funds, as a local option, can be used. But
the question is. "Do we give our limited
extraordinary support to reading or arith-
metic or physical education?™

Closing the svstem, of course, invites a
variety  of machinations by those who

Politics and the Teaching of Reading

wenld like foderal support for the teaching
of reading. Thev have onlv to ook at how
the process of curriculum change or at
least curriculum emphasis in recent vears
has spr g out of political consideration,

The most startling of these was the cur-
riculum emphasis which seienee and mathe-
muttics received after the Russians launched
their first Sputnik more than a decade
ago. If we also trace the emphases which
have been placed on health education, com-
pensatory education, education for the dis-
advantaged, drug education and, currently,
ciareer education, we find that to offect cur-
riculum change does, indeed, appear to
require political activity,

In the area of our discussion, reading, it
seems very clear to me that the Right to
Read Effort is definitely a political ap-
proich to the teaching of reading. The pro-
gram has fow funds. To succeed it will re-
qquire missionary zeal in the recruitment of
volunteers, and it has been given a wide
community base, rather than a school base
of operations. T for one find it difficult to
believe that it can have impact on teaching
children to read. Perhaps it will help re-
move adult illiteracy,

Manv people sav that competition s
woven into the woof and warp of our life.
They set up a svllogisin to support their
belief even though competition is viewed
as destructive in many cultures. The syl-
logism goes like this: Education is prepara-
tion for life, Competition is a part of our
life. Therefore, competition should be a
part of education. They further justify
their belief by showing that competition
has brought us better cosmetics, better eab-
bages, and better cars Therefore, they ask,
why can it nut bring us better results in the
teaching of reading. They gn even a step
further and say that children in our society
are conditioned to competition. Children
learn to compete in Little League. They
get it in art and essay contests. They get it
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in Junior Olvmpices. And thev get competi-
tion in Pop Warner {oothall. Why not in
reading? The very desirable ends, they say.
justifv: whatever means are necessary to
achieve them,

Frequently  reading,  like  polities,  is
equated with happiness. We make the as-
sumption that if a child has not learned to
read, he will be an unhappy individual, We
overfook the fact that wanting to learn to
read is neither inherent nor God-given.
One wants to learn to read because he sees
reasons for reading, or his environment
creates in him the expectation that he will
tearn to read and he will need it

As teachiers, we mutke the political decis
sion that the child will leam to read. In
doing so, we do more than develop in him
certain skills, We affect the total configura-
tion of his personality. To go one step fur-
ther, we make the decision that devi iancy
in not Jearning to read will not be toler-
ated. We make the decision that if neces-
wtry the childs background and his cultural
mores will be ignored. He and his parents
are expected to aceept a value, a political
judgment. which savs that reading is impor-
tant and, therefore, he must learn to read,

If the childs experiences do not lead
him naturally to reading, we sav he is a
problem. If he belongs to a diseernible
racial or cultural group, we lump him to-
gether with his fellows. For example, we
indicate that there are certain problems
in teaching Spanish-Americans to leam to
read, overlooking the fact that their back-
grounds mav be Cuban, Puerto Rican, or
Mexican. Each of these groups has particular
linguistics and  cultural  differences. We
treat Blacks us a monolith, In viewing the
way in which the linguistic problems of
Inclians interfere with leaming to read. we
lump all Indians together and treat them
as if there were one Indian linguage. In
the name of education we permit the school
to du things to. for, with and against chil-

Q

17

dren because our political orientation says
it is good for them. We go to extremes to
prevent failure—cspecially in reading, We
take extreme measures to insure children
success, And we manipulate them to let
them gain recognition. All of this is to
achieve the end of learning.

We also premots certain dangerous ideas,
For our own political gain, the methods
we use must be innovative, No one willingly
emplovs anachronistic teaching approaches.
Our teaching methods, likewise, must al-
wasy be creative, It is immaral, we say, for
them to be mundane. And what we teach
must by all means be relevant, No one will-
inglv and knowingly adinits that what he is
teaching is irrelevant.

There is ample evidence to show that no
one method or approach to beginning read-
ing is cffective with all children, And yet
for a variety of reasons. teachers of reading
ntke a leap of faith which insists that, for
example, only the sight method will work
in teaching beginning reading, It would be
apolitical to adinit that we have prefer-
ences for one method or another because
thev work for us, but not to claim that
thev are better,

During the period 1965-65, the NDEA
programs spent 13 million dollars to im-
prove the quality of reading taught by
5293 teachers, The average oxpenditure
wis something over $1500. To get approval
for including reading under NDEA re-
quired political activity in the first place.
To continue the program for a period of 4
vears also required political activities. And,
ﬁn.xlh even though less than 1% of the
teachers in the country who teach reading
henefitted from this program, without evi-
dence it was decided that the program had
been a failure, The judgment was made
that no improvement in general reading
ability in the country had been made and
therefore the program should be discon-
tinued.
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NDEA institutes in reading were super-
sededd b_\ the Right to Read Ftlort. A dif.
terent political-cducational peint of view
held that it was necessary to marshall the
efforts of those who teach reading and the
cftorts of the conmunity, To suceeed. it was
felt, a missionary zeal about teaching read-
ing, would foreordain suceess. T don't think
it will. Moreover, the whaole approach s
anathena to me. I ind it iminoral to equate
the improving of general reading ability in
our country, with the attracting of volun-
teers for VISTA and the Peace Corps. 1
think it is Machiavellian to substitute mis-
sionary zcal for financial support. The de.
nuned that the schools obtain an optimum
fevel of perforninee and the insistence that
the schools retain accountability, make the
entire enterprise highly questionable, in my
view,

The polities of reading are also expressed
in monetary terms. The availability of in-
structional materiils, the choiee of text-
books that are to be used, the age and con-
dition of the textbooks are all decided by
the amount of monev available to the
schools. While these essential ingredients
can vary greatly, the standard of reading
achievenent dem o ded of those who teach
in the schools de - not vary, except to in-
Crease.

The amount of political activity that
goes into state-wide adoption of texts in 21
of vur states is indeed fantastic. Frequently
the bases for adopting a text are related
neither to the teaching of reading nor to
the merit of the books themselves,

To cite another example, Title T funds
have for several vears been heralded as a
boon to local education. The fact is, though,
that Title I funds provide an average of
onlv S100 to upgrade cach child's cducation
rather than the generally accorded $300
minimam, a sum which would truly make a
difference in his education,

Politics and the Teaching of Reading

To be fair about the matter, questions
which face cducators sbout the teaching
of reading frequently are without answers,
exeept political answers. For example, if
vou locate a reading center ina city and
vou have funds to create only one center,
do vou place it in the ghetto as a conve-
nicnce to those who need it most? If vou do,
are vou being segregationist? If funds are
limited to creating only one reading center,
do vou put the center where results are as-
sured, sinee vou are aceountable, or do vou
plice it where results are very doubtful e

cause the children are so far below the
mean? When vou can fund only one district
with Title I monev, but there are several
which are deserving of this extra support,
how do vou decide where to place the
funds?

The polities of the teaching of reading
prompt me to feel that as teachers and
teacher edueators we have heretofore been
incredibly miive, And, as we face the prob.
Jem of teaching reading in the future, us-
ing our old, non-political approaches, in a
situation which apparently grows more
political every dav, our helplessness will
incroase, perhaps in dircet proportion to,
the measures of accountability which are
applied to us,

Let me end with an apoeryphal story.
It secems that an engineer, a doctor and a
politician were arguing about whose pro-
fession was the oldest. The doctor said that,
of course, medicine was the oldest, that
mankind has alwayvs had physicians, that
they were even mentioned in the Bible.

“That’s nothing,” said the engineer. “The
Bible tells us how the world was created
out of chaos, and how could there be any
srder brought out of chaos without an
engineer to help?”

Whereupon  the  politician  broke  in,
"Wait a minute,” he said. “Whe do you
think created the chaos?”
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In discussing curriculum  matters, the
problem with some statements made is not
that they are invalid, but that they arc
valid. An invalid statement can be chal-
lenged, discussed, and changed. For exam-
ple, the statement that “reading is unrelated
to oral language” would bring cries of pro-
test from most readers. Arguments as to
why reading and oral language are related
would stimulate thoughtful reactions. In
such a debate understanding is likely to
grow, However, a valid statement, since it
requires no challenge. may be accepted
without probing more deeply into its as-
sumptions and implications. Statements
such as “reading is one of the language
arts,” or that “reading is not only language
related but involves language itself.” would
clicit from most people only nods of con-
sent. There would be no argument. The
disenssion would be closed. This is un-
fortunate beeause a critical analvsis of the
meaning of such statements would require
that we attend to their implications for
helping the child leamn to read.

My hope is that you will receive this
paper from a frame of mind of questioning
the assumptions and implications of its
point of view about reading instruction.

ey
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Only in such a wav will we all grow in
understanding of this vital issue. Let us ex-
plore how knowing about oral language
aequisition may be applied to the teaching
of reading. Such an exploration is fraught
with danger. Because we have little precise
empirical evidence to guide us, we must
procced analogically. Much of what is
known about how the child acquires lan.
guage is learned from studying very voung
children, from infancy to the age of six or
seven, When most of us think about teach-
ing children to read we think about children
from ages six and up. Care has to be taken
not to generalize inappropriately from onc
age level to another for it is now recog-
nized that the quality of thinking of younger
and older children is both the same and
different, How it is the same and how it is
different are immensely important for in-
structional programs. However, much has
been learned about many aspeets of human
learning by studying the behavior of Jower
animal forms such as rats, monkeys, pi-
geons, and pigs. Some perspectives on how
older children leamn can be found by study-
ing how certain behaviors such as language
are learned by vounger children.

One of the ways of reducing the risk of
making inappropriate generalizations  ar-
rived at from a knowledge of oral language
acquisition to learning to read is to examine
how people fearn in genvral Soth language
and reading are, to a considerable degree,
learned. To the extent that a knowledge
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of how children learn language parallels a
Ruowledge of how children learn in general,
such knowledge should provide an orienta.
tron s to how children learn to read. Lot
us. therefore, discuss brictlv leaming in
general. learning oral mex.l;,« and leam-
my o read.

Before we get mto the heart of our dis-
cission et us make @ rather obvious ob-
servation, which is that most children Jdo
learn to read. The significance of such an
obvervation iv that ehildren leam to read
even when different instructional methods
are used. Because of this it is sometimes
concluded that the Xied of reading method
used o instruction makes vo difference to
reading achievement or that the only im-
portant factor in the instroctional situation
that matters is the individual teacher. We
are not here to disenss such conclusions,
although it is known that both method and
teacher characteristies do influence reading
achicvement. What is probably most ig.
nificant s that we propose the inte rpreta-
tion that the child will learn to read with
most methods and most teachers by virtue
of the fact that he has innate mp.mhes to
stleet sufficient information from whatever
is prepared for him so he can discover the
regularitios of written Janguage. Learning
to read i representative of learing in gen-
:-mI.

One way of viewing learning is from the
viewpoint of the Behaviorist. Essentially
Behaviorists see learning occurring as a
result of the impact of the environment on
the individual. Sensory nnpr«-estuns of ox.
teral stimuli are added in the mind one to
the other, according to the cirenmstances of
their ocenrrence and to chance activity of
the organism. The mind is built up by the
connection and addition of atomistic sen.
sery impressions of external stimuli. Thus,
the individual is passive in his learning and
is subject to the stimuli of the environment.

Gestaltists view the mind as having an

Oral Language and Learning to Readu

mnate capacity to organize the data of
pereeption and  thought, This ability to
organize means that the organism is active
in relation to the s nsory impressions re-
cvived from the environment, The individ-
ual is innately able to pereeive relationships
and patterns of the events in environment,
Inappropriate leaming results when the
interactive environment is insufficient. The
organizing  capacitios of the mind  take
specific forms which are structures built
into the human to operate automatically.
The forms bear a resemblance in function,
although not in origin, to the schemata of
Piaget who also sees the human as innatelv
predisposed to learn through  interaction
with the environment. However, Plagot sees
the individual not onlv as learning about
relationships and patterns and growing in
knowledge, but also as being in  the
process of building in his own mind the
structures of thought which the Gestaltists
beliove are innately acquired. For Piaget,
inappropriate performance, or errors, are
inlicative of the mental activity of the
building of the structires of the mind. Earli-
est learnings, being tied to the self impres-
sions and the activities of the sclf, do not
tuke account of relationships and patterns
which oceur independently of the self. In-
telligent pereeption and thought must wait
upen the development of structures of self
consciousness and  objectivity in dealing
with the sensorv data arising through en.
counters with the environment. The struc-
ture of mature or intelligeat thought can
only be achieved through a process result-
ing from continuing mtoractmm with the
environment over time. The child will
eventually build within his own mind a
reasonably accurate picture of the events of
the real world and their relationships. It
can, therefore, be concluded that the en-
vironment with which the child interacts
must bear a wvalid relationship to the real
world. The environment must provide the
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model of events and relationships from
which the child is building his mind and
against which he actively checks his knowl-
edge and the suitabihity of his developing
strunctures, Inosich a way the external world
guides and direets the child's thought and
action toward an eventual mateh. The men-
tal strsctures finally developed in the mind
do not result in antomatic perception or
central organization of the data of sensory
ipressions an the Gestalt sense. Instead.
theyv provide the individual with an -
mensely fHonble svstem for analveing and
reorganizing such impressions and for the
varving of aetivity so as to reveal new in-
formation about the real world.

Let us now relate what we have said
«bout learning in general to hinguage ac
quisition. Like Piaget, linguists such as
Chomahy believe that all mankind has in-
nite capacitios which predispose them to
behave as well as to organize impressions
of the events of the real world accerding to
their meaning and significance. Impressive
support for this evidence is that the child
can lear any of the world's Janguages be-
catse he spontancoushy emits the sounds of
Al Languages, Research evidence can be
found thit Tanguage is not learned through
o Kined of non-critical passive imitation. On
the contrary, the child is active in inducing
his Linguage from his environment, Neither
is Language Jearned by piceing together
sinall units into farger units. As is deseribed
by the developmental psveholinguists in re.
gard to learning in general, linguage is
Jearned by selecting, differentiating, and
ehthorating from carlier forms. The child
mitkes  generalizations which beeeme re-
fined as he checks out his earlier assump.
tions against the samples displaved in his
own language enviremment. What appears
to the adult a6 errors in the voung child's
speech are actuallye global generalizations
\\}m!x have not, as vet, heer refined. If
the child did not leam language through
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an inner process o generalizations he could
not apply what he has learned in one situa-
tion to another. Learning generalizations
is. what allows him to have commonalitios
with someone olse, permitting communica-
tiom. Let us take an evample, The infant
produces human sounds. The child explores
producing  these sounds by contrasting
them, producing first one and then the
other, He refines the sounds by fueusing
on the difterences and develuping indepen.
dent categories for these different sounds,
As he interacts with his linguistic environ-
ment he atehes the varions sounds he
already can produce with the commonal-
ities or generalizations he notices in what
he hears, Eventually he drops the sounds
he does not hear, Sentence structures and
word meanings are learned in much the
NG Wiy,

Mothers plav an important role in Jan-
guage acquisiton. An undenstanding of
this role sheds much light on how the child
Jearns Language and has possible implica.
tions for the teaching of reading, Mothers
tailor-make the language environment of
their children, Their language is simplified,
but consistent, grammatical, and their sen-
tences are complete. The mother's language
is at only a slightly higher level *an the
child is able to produce himself, The child
selects from this restrieted language aspects
or interests to him on which to concentrate
his attention. Thus, the child is exposed to
a proper sampling of the whole of language,
He seleets aspeets of the whole to work on
at any particular time, Which aspect the
child chooses is largely dependent upon
the interests of the individual child within
the Jimitations of his growth pattern. The
focus and emphasis and the extent of shift-
ing varies from child to child as he masters
intonation, sentence structure, and phmse-
ology. The child leamns by forming approxi.
mate genesalizations and testing them out
against the language the mother provides.
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If his generalizations are incorrect he acor-
ganizes aud begins new global approxima-
tions. He then reacts with new discrimina.
tions from now expanded schema to addi-
tional samples of language. Exceptions to
broad generalizations are differentiated
through reacting to an ever increasingly
larger and more complex sample of the
mother's language, which in normal condi-
tions she expands tw keep just one step
ahead of her child.

Let us now relate what has been dis-
cussed above, in respect to learning in gen-
eral and language acquisition, to learning to
read. Reading is a process of obtaining
meaning from signs and symbols. The child
has received meaning from signs for most
of his lifc, e.g., the sign of anger or pleasure
in his mother’s face, the signs that summer
is turning into autumn, the signs that a
holiday or a birthday is coming. Gradually
the child leams that symbols can replace
signs to convey meaning, such as knowing
that a picture of a jack-o-lantemm (as op-
posed to a real jack-o-lantern) signals Hal-
loween, or the outline of a nutchet refers
to Washington's birthday. Eventually, the
child will learn that printed words are
symbols for meanings conveved through
oral language, and later, that letters repre-
sent sounds. The child needs many experi-
ences in discovering meanings referred to
by many different tyvpes of signs and sym.
bols.

Parents and teachers have lung recog-
nized the importance of reading to children.
The child needs to kiow that understand-
ing, information and pleasure can come
from printed woids. Children need to have
many opportunities to hear written mate-
rials read to ther . Such materials need to
deal with events with which the child has
had direct and recent experience t allow
him to discover that written words can have
meaning for him. The materia! needs to
be planned as to content and structure,
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much as the mother restricts the oral lan-
guage environment of her child to the
events of the interactive experiences of the
present and to what the child is capable
of grasping.

Having provided above a general state-
ment of how a child learns using language
learning as a model, let us now explore the
implications of this statement for a develop-
mentallv appropriate reading program. The
above discussion implies that we adhere
to the following principles in a program of
reading instruction.

L. Materials for reading instruction
must provide a selection of develop-
mentally graded but representative
samples of the wkale of written lan-

guage

Just as the child acquires his oral lan-
guage by reacting to the language environ-
ment as a whale, the child needs to interact
with a reading environment which displays
propertics of wholeness. Children have a
hard time learning to read effectively if
they are taught isolated skills to be pieced
together just as they do not learn language
by piecing together siuaall units,

The understanding of written materials
and the writing of language is a complex
task. The child must achieve concepts and
meaning as he finds regularities in shifting
patterns of letters, precision in specific form
identification, grapheme-phoneme ocorre-
spondences, and sentence pattern ronsis-
tencies, He must also develop an under-
standing of the action or events referred to
by the written language.

I1. Reading teachers must recognize that
written language is @ complex medi-
um encompassing a number of per-
ceptibly patterned parts.

As the child selects first one aspect and
then another of the complex reading activ-
ity to focus on, the teacher must provide
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materials and action opportunities for the
child to discover the regularities of the com.
ponent parts of the complex activity of
reading. We must provide opportunities for
the child to use, expand and cheek ont his
mastery of each perceptible aspect of writ-
ten materials. We must encourage and sup.
port the child’s shifting focus on first one
aspect and then another of written language
recognizing that he is the only judge of his
sorting and categorizing process and the
information he requires. The child may at
one time or another focus on a pereeptibly
independent patterned  part to work on,
but. beeause it is selected from the whole
and comstantly rediscovered in the whole,
he will in time seek to discover its relation
to the whole, He will be drawn to muaster
the whole of the complex activity which he
is reading. The teacher must recognize that
over time the child will put it together
so that it exists in a usable form for him
in the written language environment.

IH. Motivation arises when the informa-
tion in the encironment is slightly
different from that which the child
already knotws.

According to Piaget, motivation results
from an imbalance between what the in-
dividnal recvives through his senses and the
concept of the external world which he has
internalized. The individual is uncomfort-
able when such an imbalance exists. He
takes actions to rearrange the world (lit-
erally) and, therefore, his concepts of it in
order to correct the imbalance. The child
will be motivated to learn if he can find
opportunities to discover in the environ-
ment the kind of information he needs to
clarify his concepts. External rewards can
shape observable behaviors. However,
leamning, which requires the reshaping of
concepts, occurs when the child finds avail-
able for his use information in the environ-
ment which, when internalized, brings his

EKC

wll Toxt Provided by ERIC

23

concepts into balance with the external
world. Both repetition and the too different
discourage learning, Reading materials, in
order to motivate leaming, being complex
in composition, must be planned to display
concepts which are only slightly different
from those the child already knows. Thus,
the general principle for all learning which
is that of starting instruction close to the
child’s own level must be understood as an
imperative and as a complex phenomenon.

IV, Chiletron will learn to read when the
encironment iv graded and patterned
to support their discovery of the
regularitics of written language.

The child leams by testing out his con-
ception of the workl through his encounters
with it. He needs to discover when his
generalizations and  discriminations  work,
i.e. when they are useful for him in solving
problems, e.g. understanding a story, un-
locking a word or receiving an answer to
an attempted grestion. The child achieves
his generalizations by discovering the actual
regularities of his environment, The process
is one of beginning with undifferentiated
generalizations  which are not useful in
problem solving and, therefore, lead him to
nitke discritninations as to events which are
the same and different. In this way, over
time he achieves increasingly more precise
generalizations.  Even  written  English,
which has many apparent irregularities, dis-
plavs regularitics which can be learned. If
this were not true no one could leamn to
read.

From the above, it is apparent that if a
child mikes an inappropriate response it is
because he has failed to form a proper
generalization. For the teacher to merely
tell the child the appropriate response does
not help him for an isolated bit of informa-
tion does not build a mental concept. The
teacher must instead provide a larger sam-
ple of the environment in which the concept

{continued on page 28)
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Children learn to speak the language in
which they are immersed. In learning to
speak, a child reconstructs the grammar of
a particular speech community and formu-
lates the semantic relationships with the
real world, the internal conceptual and lin-
guistic relations of an abstract world, the
syntactic patterns of grammar, and the pho-
nological rules by which meaning {s com-
municated through speech. The remarkable
aspect of this linguistic feat is that it occurs
without formal instruction in speaking.
Children acquire language as they infor-
mally discover the relations that exist lin-
guistically between the surface structure
(the syntactic structure and the sound
shape of the primary linguistic data heard )
and the universal aspects of its deep struc-
ture (the abstract underlving structure that
deteriines the semantic interpretation of
the linguistic data), A child apparently
learns to speak by talking with others and
miking appropriate  adjustments in the
grammatical svstem by means of feedback
received through this interaction.

This raises the uestion, can a child who
has learned to speak and has no specific
learning disability learn to read without
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formal instruction? Put another way, can a
child leam to read by being assisted in a
manner similar to that in which he leamed
to speak? Carroll (1985) suggests that:

the child who ix frequently read to while he
follows the line of print with his eyes is in
effect being presented with an experience
which is not unlike the situation in which he
learned s native language. The similarity
consists L3 the fact that the child is constant]
and successively being presented with a full
variety of language stimuli, spoken utterances
and their referents in one case, and printed
words and their spoken counterparts in the
other. The language learner picks out those
spoken language elements that he can handle
at any particular stage, and lkewise, the be-
ginning reader picks out those printed lan-
guage stimuli tl!mt he can interpret at an;
given stage.

To answer the above question ways must
be found to immerse children in reading as
they are immersed in the language of a
speech community. Since a child can pro-
cess spoken lauguage only by hearing the
language, by askinfy about words, and by
having words explained, a child who is
learning to read needs to process written
language by sceing the words and having
them pronounced in a reading situation,
Children should alse be able to compre-
hend any written material they read if they
can understand the same material when it
is read to them. No attempt, however, is
bring proposed to do away with formal
instruction in reading but rather to explore
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Reading by immersion: Assisted Reading

the plawsibility of adding an intormal di-
mension to any reading program in the
form of assisted reading, e, while children
are reading, words are identified for them
as fast as they need them to make the read-
ing of a storv as smooth and enjovable as
possible.

The assisted reading approach may indi-
vate, however, that informal immersion in
reading can be an effective means of pro-
viding chikiren with the opportunity to use
lainguage power while attending to the
written page. In order for children to trans-
fer linguistic competence to reading, they
must have sufficient opportunity to read
material that is interesting and worth the
vffort,

The implicit linguistic competence chil-
dren bring to the written page consists of:

I+ Phonological information concerning  ar-
ticnlatory and acoustic patterns which en-
ables them to produce and comprehend
speech, fe, to encode and decode the
phonemic sequencing and sound shapes
of words,

21 Syntactic knowledge of the structure,

word order, word categories, and patterns

uf sentences.

Senuntic information based on expedence

and the vocabulary tags they have learned

for lexical information,

v

They find on the written page three kinds
of linguistic stimuli:

1} Graphic information concerning the let-
ters used in printing and their sequencing
in words,

Ssbtactic structure  consisting of word
order, word categories, and pattems  of
sentences.

Sewantic cues providing the lexieal infor-
mation or bundles of experience which
have been given vocabulary tags by an
author.

3

To wie the syntactic and semantic intorma-
tion available thev must transform  the
graphic stimuli into a reasonable approxi-
nuation of the sound shapes represented.
Inorder to recognize the words of the writ-

Q
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ten page children apply linguistic knowl-
edge of sounds associated with words, word
order in sentences, and general sentence
structure to derive the semantic meaning
of the sentences and paragraphs they en-
counter. Since words acquire a richness of
sense from the context in which they ap-
pear; assisted reading, by supplving the
graphic shapes a child does not know or
immediately recognize, allows children to
utilize the conceptual knowledge of their
world, the language power they have de-
veloped in the process of aequiring the
language of the speech community, and
the sense words acquire in the full context
of discourse. Instead of bits and pieces of
words, phrases, and sentences, a child is
provided with opportunities to read within
the full context of language. Sinee children
are not denfed :he full context of spoken
Language while learning to speak, they
should not be denied the full context of
written language while learning to read.

If children are provided with the full
rich context of language while learning to
read, they have more opportunity to ab-
stract the regularities of the orthography
and to generalize many of the phoneme-
grapheme correspondences that they must
now piece together from the bits and pieces
of language provided in most beginning
reading programs. It is possible that chil-
dren’s generalizing power can be utilized
without bogging them down with the mi-
nutiae of instruction and work sheets that
may bave no relevance for the reading pro-
cess in which they are engaged. Since there
is a svstem within *he language and chil-
dren have a set for pocessing the diversity
of language and a set for pattern search,
providing complete context for reading
should enable children to discover the or-
thographic regulorities of the written lan-
guage in a similar manner {0 the way in
which thev discovered the systematie na-
ture of the spoken language. Children may
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need help on some aspects of the written
language that are not systematic or which
theyv do not discover themselves just as they
need this kind of help in learning the mean-
ings of some words. However, it should not
be taken for granted that the child is nat-
urally deficient and must therefore receive

direct formal instruction in every aspect of
reading s is often indicated in a reading
series. Too little is known about the reading
process itself to insist that every child move
through a systematic program of reading
instruction and cover all the exercises that
have been devised to “teach” reading. Pos-
sibly, for children to use their full language
power they must be allowed to read more
than the few minutes thev are al tted in
a readi. 1 group.

Assisted reading is based on the premise
that initiallv a child needs to see the graph-
ie shapes of words, hear them pronounced,
and follow their patterning in sentences
that contain enough syntactic and semantic
contest to permit relating experience and
conceptual knowledge te the material being
read. The problem of immersing a child in
reading and assisting without resorting to
more formal methads is one of finding ways
to provide the technical eans, the mate-
rials. and the organization within the class-
room and the familyv to furnish a child with
the opportunity to read and thus develop
his or her reading capacity more fullv.
Within the classroom, the teacher can sup-
plement the reading progriun with a tape
recorder and listening post by means of
which the child follows the graphic shapes
of a stary while listening to a recording of
the same storv. A child, when reading with
another child or parent, can also be assisted
with words the moment thev are needed.

Classroom Application of Assisted Reading

The assisted reading program of the sec-
ond grade class described here incorpo-
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rated the use of a tape recorder, a listening
post, and reading couples. A listening-read-
ing station was set up with a cassette tape
recorder, a record plaver, six supplemen-
tary reading books containing the taped
read-along stories, and a listening post with
six headphones. Each dav the teacher taped
storics for the students on or just above
their reading level as determined by the
basal text in which the pupils were reading.
The taped stories were prepared from sup-
plemental reading texts stored in the book-
room. The five commetcial records were
those available in the school.

The teacher had the best results with
listening and reading when reading of the
selection was paced to suit the flueney level
of the pupils, for the slow readers lost their
places and davdreamed {f their stories were
read too quickly. The fast readers became
restless and inattentive if the reading pace
was too slow. The pupils established a
sinoother more fluent pace for reading a
storv while being assisted by the taped
re: admg of the teacher. By this means the
pupils were exposed to both fluent reading
and vocabulary in the total contest of lan-
guage, f.e.. the svatactie, phonological, and
semantic information was supplied in tota}
rather than in isolated bits and picees.
MeNeil (1970) reports that in leaming to
speak, the comprehension rate for young
children is best at their own rate of speech.
The same was true for the paeing of the
taped stories. The pupils read best when
the tapes were paced at rates that approxi-
mated theie individual fuency rates.

At the listening-reading station, students
were instructed to listen to the recordings
and follow the words in their books. There
was time allotted on the recordings for
looking at pictures and turing pages. By
following this procedure the pupils were
iavolved in both hearing and pronouncing
the words aloud or to themselves, thus
producing a smoother reading of the story.
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The result was that pupils enjoyed reading
literature without the frustration of stum-
bling through words the; did not know by
themselves. This led to a very relaxed, non-
threatening atmosphere in respect to read-
ing. Tension was increased and fun and in-
terest diminished when  comprehension
questions were added. Assisted reading
should be fun and remain free of any at-
Jempts to teach skills. Pupils need prac-
tice in reading! There are many other op-
portunities during the day to check com-
prehension and other “skills.”

Reading couples were incorporated into
the assisted reading program once a wecek.
Pupils were paired on the same level and
across reading levels to read stories thev
had previously been assisted to read, the
listener providing his or her partner with
any words not remembered. Pupils enjoyed
the opportunity to hare stories with their
classmates, slower readers finding confi-
dence in this activity, faster readers enjov-
ing oxtended opportunities to read. both
groups eager to engage in the reading
couples uctivity.

Findings

Observations by the teacher indicated
the program was very beneficial to students
when used in conjunction with classrcom
reading instruction. The findings include:

1) The slow readers became more confi-
dent in their read’ng ability. Some of the
students would read the stories aloud while
listening, Others would call out words that
were familiar or that they were studying in
class. They seemed more eager to read to
others when they were familiar with the ma-
terinl. These students also were mote eager
to respond when in their reading groups.

2) The slow readers began attacking new
words more often with more success. Not only
were they taught reading skills, but now they
saw them at work. The students seemed to
realize that there was a reason for learning
the rules because they saw how they were
actually used.
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3) The students seemed to be more aware
of the vocabulary being taught because they
saw it used within a story. The important
thing here is that the students did not see
these same points before. Because they were
struggling so hard not to make a mistake, they
missedd many fine points. Now they could
relax and, thereby, become aware of these
factory, {.e., the meaning of words in context
or generalizations made in rules,

4) The students on a whole became more
aware of tl «r reading level, or rt least more
confident that they could read at a certain
level. They were able to select books better
that they could read by themselves. Before
the program, the students selected books that
were either too hard or way to easy for them,

5) The students wers exposed to more of
a varietr of Hterature they could read, and
which was available to them. This seemed to
lead to a broader interest in books. Before
this program was started, the students selected
the same small number of books from the
library. Usually these books were books they
had already taken ont in first grade or books
that were read to them. Through the aseist.d
reading %mgmm. they became aware that
other books were also enjoyable. For example,
after they had read Petunia the students
cleared out the library of all books about
Petunia. Prior to this it was questionat'e that
they realized that such a hook was available,
let alone enjovable to read.

6) The students also seemed to improve in
their listening skills. At first the readings had
to be short in order to keep the children’s
attention. Towards the end of the year, the
length of the readings was inc without
apparent loss of interest.

7) The speed of the readings was also in-
creased towards the end without apparent up-
set to the students,

Further Suggestions:

1) The tapes used in this program were
much too long (60 minutes) making it
necessary to put more than one story on
each side of the tape. Since it is very diffi-
cult for primary pupils to rewind a tape to
the beginning of a story when the story is
in the middle of a tape, tapes should be of
a shorter recording time (10 or 15 minutes
per sidej. Each side could thus present
only one story and the story would begin
at the beginning of the tape. The pupils
would then be able to find the stories them-
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selves making it possible to listen to the
stories thev wanted to read as many times
as thev wished and at any time during the
day.

2) Basal readers were mostly used in the
above program. If multiple copies of trade
books with a single story were available,
more variety of literature could be used.
The pupils seem to gain more satisfaction
from reading a storv from cover to cover
than reading a storv within a book of
stories,

3) Tecchers that are obligated to corre-
late the reading program with the instruc-
tional program could do this by sclecting
readings that expand upon a unit being
taught and use the same vocabulary that is
being taught. Caution: Assisted reading
should be fun. Select stories children enjov.

Further Applications of Assisted Reading

Although the findings reported concern
only one classroom, other indications of the
potential for assisted reading are being in-

(continued from page 23)

is displayed in varied contexts so that the
child can note the regularity for himself.
Mothers do not correct their children’s lan-
guage, they simply provide an expanded
sample on a series of occasions and over
time the child extracts the critical concept
and applies it.

Summary

We have discussed how knowledge about
oral language acquisition may help guide
us in teaching children to read. Central to
our discussion is that the child possesses
characteristics which serve him in learning
oral language as well as leaming to read.

Reading by Immaersion: Assisted Reading

vestigated by the major author and other
graduate students. Some of these indica-
tions are being gleaned from case studies
involving parents and graduate students
who were using assisted reading with pre-
school and kindergarten children. The
strategies used in assisted reading and al-
phabetic play (see EE, Nov/Dec, 1874)
are also being combined for use with be-
ginning readers in other case studies. Pre-
liminary information suggests assisted read-
ing and alphabetic play as effective means
for helping children leam to read in much
the same manner that they learned to
speak, i.c., being immersed in written lan-
guage as they were immersed in spoken
language.
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The child learns global generalities first
which are later differentiated. However, he
maust have opportunities to explore fully the
subwholes of written language just as he
has done in learning to talk. He needs to be
able to discover when what he has learned
is correct. He needs to have provided for
him larger samples of written language
when his responses are incorrect so he can
reformulate his generalizations. If the prin-
ciples stated here can be applied, instruc-
tion in the teaching of reading should more
closely approximate the natural way chil-
dren Jearn and reading instruction should
meet with greater success than it has in the
past.
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Looks like we always end up in a rut
Trying to make it real, but compared tn what?

Concern about the relatively poor per-
formance of so-called inner city children
on standardized reading and achievement
tests has sent educators and researchers
digging for answers and solutions. We have
dug into the children's homes and families,
their neighborhoods, their learning styles,
their language patterns. Lately, an array of
educators, psyehologists, and linguists have
focused on the language these youngsters
bring to school and the possible effect it
might have on the teaching of reading and
the other language arts.

We find that a svstematie, structured dia-
lect of English is spoken by some Blacks
in large American cities and we can de-
seribe the features of that dialect. We re-
ject the idea that possession of that dialect
as one’s native tongue constitutes a linguis-
tic and/or a cognitive deficiency. But still
we have only partial answers and inade-
quate solutions to our questions regarding
these youngsters and the teaching of read-
ing. It mav be that we are about to “end

L. Lyries from song "Compe-ed to What" by
Cene McDaniels.
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up in a rut,” because our present digging
is being guided by questions that are too
narrow, and underlying assumptions that
are, at best, unenlightened. We're “trying
to make it real, but compared to what?”

We contend that, in light of our own re-
search and that of others, the time has
come to expand the questions about non-
standard Black dialect and reading, and
perhaps in so doing, to recast the issues in
a larger mold.

The significant difference between lan-
guage being produced by the speaker com-
pared to its being received by the listener
is one important {ssue. Production of lan-
guage and ceception of language do not
operate in the same way. In child language
acquisition, reception precedes production.
Children understand many aspects of lan-
guage before they are able to produce lan-
guage themselves. In learning a foreign lau-
guage, one has greater facility in under-
standing or receiving the language than
producing it.

All of us are able to understand many
different dizleets of American English in
addition to our own, although we are un-
able to produce most of them. When we
travel from one geographic region to an-
other. we may have to adjust or tune in
to the new and different features of a
previously  unfamiliar dialect, but before
very long we are able to receive the dia-
loct of the people around us. Some research
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studies suggest that inner city voungsters
may be able to receive a broader range of
dialect differences  than more  affluent
voungsters. {Cox, 1971). This may be due
to the broader experiences which inner
city voungsters have with the language on
television, the language of teachers and
principals, and the language of storekeep-
ers, policemen and other workers in the
community. Generally, middle class chil-
dren are deprived of such a broad range of
dialects and are familiar onlv with their
own.

It is significant to restate that there are
greater similarities across English dialect
boundaries than there are differences. In
addition, certain standard regional dia-
leets share some features of Black English
vernacular. such as the homophonous pin
and pen and the absence of “r” in certain
linguistic environments (e.g. pak the cah
or No'th Ca'lina). With a minimum of ef-
fort for most American speakers of English,
a brief exposure to a new dialect is all that
is needed before communication can take
place. Additional research evidence indi-
cates that speakers of nonstandard urban
Black dialect have an abilitv to deal with
standard English as a receptive process.

With the aid of William Steward, Quay
(1971) translated the Stanford Binet test
into Black dialect and tested its effect on
four vear old “disadvantaged” Black chil-
dren, compared to the standard version.
She found no difference in scores on the
standard version and the dialect version.
She interprets her results as indicating that
the children tested had more ability to
comprehend  standard  English than was
thought.

In the Baratz (1908} sentence repetition
test, speakers of both standard English and
Black dinlect “translated” syvntactic fea-
tures of sentences heard in the less familiar
dialect into svntactic features of their own
diulect. For instance, a sentence like He
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asked me if I warted to go . . . woule be
repeated He asked me did I want to go.
and viee versa,

In the Reading Miscue Research Projects
conducted at Wayne State University,
Goodman and his associates found that
Black dialect speakers frequently read stan-
dard English structures orally as Black dia-
lect structures. This was particularly true
with verb forms, such as those involving
the third person singular “s” form or the
past tense “ed” marker. Such forms were
frequently read as unmarked, e.g. Leroy
pointed to Ollie was read Leroy point to
Ollie.

In both the Baratz and the Goodman
studics, changes made by the subjects were
surface changes, that is they retained the
meanings of the original sentences. It must
be assumed that, in order for speakers to
translate orally from one dialect to another,
they must comprehend, i.e. have receptive
control of the first dialect.

Reading is a receptive process. Research
in reading has been conducted as if it
were a productive process. Researchers and
teachers assume that when a student reads
a word or phrase in a way not exactly as
the adult thought it should be read that it
was not understood. Yet, the miscue read-
ing studies suggest that when readers read
orally in their own dialect, they more than
likely understood the message and then
transformed the meaning into the oral pro-
duction of their own dialect.

The questions which we now raise in-
clude:

L. Is receptive control of standard En-
glish a minimum requiiement for leaming
to read Amnerican English?

2. How can we help teachers understand
the significant differences between recep-
tive and productive language processes?

3. How can we diagnose children’s read-
ing in order to focus on what they have
received or understood and not place pre-
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miums on production in reading?

A second issue is that of confusing the
teaching of reading with changing the oral
language of the reader. Often when stu-
dents are corrected when reading orally,
they are not aware of why they are being
corrected, If students say what sounds like
hep when they read helped and are cor-
rected, they mav think that they have not
recognized the word or thev may become
corfused over the rule about “ed” and end
up reading helpted for a period of time.
Actually if thev read hep fluently and are
able to explain what someone was doing in
the story, they comprehended and actually
read correctly in their dialect. When mean-
ing is received, it must be integrated with
the linguistic and conceptual svstem that
the reader knows. Oral reading may be
used by the teacher to diagnose a child’s
reading. but it must be recognized that oral
reading is productive and not by itself an
indicator of the meaning a student has re-
ceived. When students are taught to read
in the teacher's dinlect, they may have
satisfied the teacher's requirement, but may
have destroved for themselves the idea that
the goal of reading is meaning, If the teach-
er and the reader concentrate on an oral
production in reading which is uot in the
reader's mother tongue, meaning for the
most part becomes the fatal vietim.

Questions which need to be examined
in relationship to this issue include:

L. If attempts are made to teach a stan-
dard dizlect of English to speakers of a
nonstandard dialect during the teaching of
reading, does the major focus in the teach-
ing beeome oral production?

2. Does a foeus on oral reading minimize
the focus on reading as a meaning gaining
activity?

A third issue concerns beginning reading
materials. The question has been whether
or not there is a need for dialect-specific
materials. We submit that the larger ques-
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tion is: Whose dialect, or which dialect(s)
for beginning readers?

Assuming that the beginning reader’s
task will be easier if the language read re-
flects the language spoken, one possibility
is to create materials written in nonstan-
dard Black dialect for Black dialect speak-
ers. These materials would incorporate the
syntactic features of the dialect as de-
scribed by linguists. The assumption is that
materials written in the dialect would pro-
vide greater ease of predictability for the
reader. That is, if readers understand that
what they are reading is supposed to
“sound” like language, beginners find read-
ing easier if the written language “sounds”
like their own. They can make fairly accu-
rate predictions about what language struc-
tures they are likely to find on the printed
page. This assumption is true if the dialect
muaterials accurately reflect their dialect.
And that refers back to our question:
Whaose dialect for beginning readers?

When trving to develop commercially
uscful dialect specific materials for wide
scale use, one is likely to find some prob-
lems that render the materials no more
suitable for some beginning readers who
are speakers of Black dialect than materiuls
written in standard English.

Among the speakers in a given Black
community, and across communities na-
tionally, variation may exist in the spoken
dialects. Additionally, there is variability
within one speaker, depending on a num-
ber of extra-linguistic factors. The same
speaker may use different dialect features
in different situations. This is not to negate
the evistence of a dialect which can be
called Black dialect, the features of which
can be identified and described linguisti-
cally. It is to say that, because of various
factors, such as the recognition of the low-
status of the dialect, any one feature may
or may not be used by any one speaker in
a given situation. New armivals who have
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come to large northern Black ghettos from
the rural South are frequently identified as
“country” by their urban cousins because of
their speech differences.

It is not difficult to create materials
which aceuratelv reflect common features
of Black dialect. However, in so doing one
can have the effect of standardizing the
dialect, thereby reflecting accurately the
language of some, but missing 7 others.

A second problem with dinlect specific
materials concerns their content. Beginning
readers must come to understand that what
they are reading must not only “sound”

like language. but it must also make sense.

In an attempt to make materials relevant,
authors write about their visions of the
Black dialect speaker’s common experi-
ences. However, one child kicks a soda can
and calls his grandmother, who lives in the
same house with him, Big Mamma. An-
other child buys, pop, not soda, and his
grandmother, whom he calls Grandma Net-
tie, lives “down South.” \Which experience
is “tvpical™?

An alternmative to conunercially prepared
dialect-specific materials is the language-
experience approach. This approach uses
ench childs language and personal ex-
periences in beginning reading instruction.
Recording children’s language helps them
to see the relationship between written lan-
guage and the language they know. En-
couraging them to do their own writing as
carlv as possible, and allowing them to ex-
periment with orthography without penal-
ty as they are leaming will further strength-
en knowledge.

When children read about their own
experiences, they obviously have no diffi-
culty comprehe nding what they read. For
beginners, that characteristic of the lan-
guage-experience approach makes the task
of learng to read easier.

The use of such an approach assumes
that the teacher has knowledge of and re-
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speet for the language the children speak,
as well as knowledge about the reading
process and child language development.
To the extent that a teacher lacks this
knowledge and respect, he or she can be
ineflective in teaching readmg no matter
what method or material is used.

Onee children learn, through a language
experience approach, that what they read
is supposed to “sound” like language and
to make sense, thev can begin to deal with
written language other than their own, ie.
standard written English. Teachers who
read to children help them to “tune in” to
what written English “sounds” like. If the
material is meaningful, and the language
natural, it is only a few short steps from
understanding it orally to reading it.

Written language is not “talk written
down.” Written language differs from oral
language, even though it may be closer to
some standard dialects than to non-stan-
dard ones. All reade.» must learn to deal
with a written system which differs in some
ways from their oral language. Written lan-
guage has differences in styles and forms
which might even be compared to dialect
difterences. All children learning to read
must learn to deal with the differences be-
tween oral and written languages in the
same way they leam to receive different
dialects.

We leave this third issue with two ques-
tions:

1. How can linguists and educators help
teachers become more effective teachers
of reading by increasing their knowledge
about language acquisition, the language of
the children thev teach, and the reading
process?

2, \What linguistic characteristics of writ-
ten materials make them easier or more dif-
ficult for beginning readers?

Generally, reading miscue rescarch has
shown that when students read in their
own dialect they are comprehending what
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they are reading. At the same time we
know that children whoe have a dialect
different from the one the teacher speaks
is more Likely to have trouble in reading
than the \mmg.,stcr who speaks like the
teacher. It is possible that in trving to solve
the problem, we have Tooked at readers and
their langoage as the problem rather than
to examine the complex psveho-socio-cul-
tural aspects in the society which may shed
light on the issues,

The attitude that people have toward
dialect is of great importance. The way in
which a teacher aceepts or rejects a stu-
dent’s Iinguage may enhanee or destroy a
positive  self- umupt which has  strong
bearing on learning to read. The attitude
that Black English vernacular is low status
permeates the educational  establishmaent,
and even speakers of that dialect often
support the school in their attempts to
eradicate low status dialects.

However, in this period of Black aware-
ness there is a growing foree of voung peo-
ple who have begun to reject the middle
vialues of the dominant cconomic
clisses and may in turn reject the dialects
of the dominant classes beeause they view
them as the lamguage of the establishment,
the Linguage of the assimilationists, and the
Langaage of the oppresson,

This awareness is ultimatelv related to
whether the student has the need to expand
Language and conmmicate with speakers
of dialeets different from his or her own,
As students reject aspeets of a dominant
culture, reading in itself mayv become a
target for some voung pmph- and it may
become not to become too good at
reading,

Teachers who are good  listeners are
aware that many students have the ability
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to switch dialeets depending on time and
plice. We need to know much more about
the proficieney of dialect switching, which
vy give us insights into which students
participate in this activity and when and
how it is done,

Ethnocentrie rescarchers build into their
tests and  techniques language  devices
which prove that the students are speakers
of a low status dialect rather than provide
information about the proficiency of a stu-
dent’s reading. Standardized tests especial-
v cannot deal with the experiences, knowl-
edge and language which cconomically
poor students might understand or relate
to. The degree of comfort a student feels
in a situation where reading assessment
takes plaee alvo indicates that other face-
tors besides reading proficiency may be in-
volved,

Little has been done to study what stu-
dents must read in order to survive in their
warlds, To what extent do students who
have low scores in reading pass written
tests for driver’s licenses? Examining the
cultural enviromnent of students and dis-
covering how people in that environment
survive in relationship to literate activities
might present o more realistic picture of
the ontent of reading problems than we
have had hefore.
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Personalizing Reading Instruction

An effective and exciting reading pro-
gram with activities designed to meet the
needs of cach leamer, which produces
children who not only can but do read, is
an ideal to be strived for by teachers of
reading,

Setting forth to implement such a pro-
gram without a map and guideposts would
lead to confusion for the students and dis-
illusionment for the teacher. Awareness of
the philosophies and research findings
which support the current trends in read-
ing instmction is essential. Knowing what
has thus far been discovered about the way
children learn to read and understanding
the goals of reading instruction at each
level of development, the teacher can more
wisely decide on the reading program best
suited (o the leaming styles of her students.

No matter which approach to reading
instruction is to be employed, much de-
tailed planning is necessary before the pro-
gram is initiated. Parental and supervisory
support can have significant effect upon
the success of a reading program, What are
the attitudes of your administrators and the
community toward various methods of read-
ing instruction? What attitudes toward
reading do the children have? What work
habits will the students need to develop in
order to progress in the program in the most
efficient way? What materials are available?
What materials will the teacher have to
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prepare? What procedures will be em-
ploved to make instruction, evaluation,
and record keeping efficient? These and
many other questions must be considered
at the outset.

The three approaches to reading instruc-
tion most widely used are the language ex-
perience method, the basal reader method,
and individualized reading. Each alone has
certain strengths and weaknesses.

The language experience approach is
used most frequently at the primary level
for the initial teaching of reading. Experi-
ence charts composed by individuals,
groups, or the class and recorded by the
teacher serve as reading material. The chil-
dren use the words contained in their
aural and oral vocabularies to write some-
thing which can be read. Children gener-
ally show much interest in what they them-
selves have written and they are better able
to read this kind of material because the
words are familiar to them. This method
aims to help children arrive at the follow-
ing conclusions:

What I can think about, I can talk about.
What I can say, I can write,

What I can write, I can read.

I can read what I write, and what other pen-
ple can write for me to read.?

This approach is also used in remedial pro-

1. R. Van Allen, “Thrre Appresches to 'l'enc:gxf
Reading,” Challenge amy Experiment in Read-
ing, Intermational Reading Association Con-
ference Proceedings, Volume 7, 1062, p. 154.
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grams for older children, It is a personal-
ized approach hecause it uses the child's
own language in creating materials for him
to read and requires interaction between
teacher and leamer in preparing these ma-
terials. However, as the chila advances in
reading skills his need for materials which
deal with information and ideas bevond his
own exeriences grows, It is then that the
language experience approach s no longer
adequate as the major approach to reading
instruction. The principles underlving this
approach to reading instruction can, how-
ever, be useful at all levels since children
love to read what they and other children
have written.

The basal reader approach is the most
widelv used and depersonalized approach
to reading. If three groups of approximately
ten children work simultancously at work-
book activities, silent reading, and teacher
directed oral reading, cach group, as they
rotate activities, would receive twenty-five
to thirty minutes of teacher directed oral
reading each dav or about 2% to 3 minutes
a day per child. When vou take into con.
sideration the time spent in checking inde-
pendent activities, moving into and out of
reading circles, the introduction of new
vocabulary, motivation, silent reading, dis-
cussion, and maybe a few interruptions, the
time each child spends in reading for the
teacher is cut considerably. How much
interaction can take place between teacher
and learner when the child must share her
with so many others? How closely can the
«wacher focus on the needs of a particular
leamer when she must “teach” the group?
How interesting is it for a child in the group
to listen to classmates’ ommissions, substi-
tutions, poor phrasing, misunderstandings,
and poor expression? Would not time be
better spent in working with a child indi-
vidually for about five minutes every two
days, bringing him into small, flexible, tem-
porary groups only when needed to develop
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a particular skill or erase a particular prob-
lem shared by the members of the group,
instead of giving the same medicine to
every member of the typical basal reading
group whether or not it is needed? Instead
of having the child listen to all the others
in his group no matter 'how poorly some
might express themselves, might not time
be better spent in hearing the teacher read
aloud as a model of expression to be imi.
tated? If we accept the theory that lan.
guage patterns develop through listening,
speaking, reading, and writing (in that
order), let them hear the best speaker, the
teacher, and hear the best in children’s
literature. Fortunately, many publishers are
no longer being controlled by controlled
vocabulary. Newer basals sparkle with fine
prose and poetry which make reading in-
teresting and enjovable, the way it should
be. The basal reader approach cannot be
equalled for systematic development of
reading skills; however, since stigmatized
grouping practices could generate emo-
tional problems, especially for the slow
learner, and since working in the group can
become dull and routinized no matter how
creative the teacher is, the basal reader may
not be the best approach for all children.

The third approach to reading, and per-
haps the most widely discussed and written
about today, is individualized reading. Ac-
cording to Priscilla Lynch, individualized
reading is not 2 method of teaching reading
but a plan of organization in which many
methods of teacling reading may be used.
Underlying the methods used are the he-
liefs that:

1. Self-selection of books is highly moti-
vating,

2. Children will read more widely and
with greater enthusiasm when they are
self-motivated.

3. Active involvement will aid in the de-
velopment of responsibility for one’s own
leamning.
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4. Active involvement causes more ef.
fective and cfficient leaming,

5. Each child is unique with learning
needs and stvles of learning all his own.

6. An individualized program  permits
the teacher to get to know each child, his
strengths and weaknesses,

7. Knowledge of pupil needs will enable
the teacher to design learning experiences
that will capitalize on the strengths and
aid in eliminating the weaknesses.

S. An atmosphere  of  encouragement.
guidance, and understanding coupled with
appropriate and necessarv materials is the
optimum  learing situation.

If teachers abandan the Proerstean no-
tion of fitting the child to the program and
aim to develop the appropriate program for
cach child the strong points of all three
programs may be cmployed, resulting in an
eclectie reading program. Witty wrote,

It seems that a defensible program in read-
ing will vombine the best features of both
individual and group instruction in reading.
.+« A defensible reading program . . . recog-
nizes the value of systematic  instruction,
utilization of interests, fulfillment of develope
mental needs, and the articelation of reading
experiener with other types of worthwhile
aetiv ities.®

Strang  also questions whether it is neces-
sarv to choose between a basal aproach
and an individualized approach.®

Starting Your Own Personalized Reading
Program

Books! Books! Books!

First, we need books, all kinds of books
to attract children with varied interests,

2. Panl Witty, “Individnalized Reading-A Sum-
mary sud Evalustion,” Elementary English, 36
{October, 1858), p. 450,

3. Ruth Strang, "Controversial Programs and Pro-
vedured in Reading.” The School Revicw. 68
{ Winter, 1961), pp. 420-21.
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abilities, curiositics, and backgrounds. Hav-
ing a wide selection right there in your own
classroom is the ideal situation. But how is
such a collection amassed? There are many
\\'ﬂ'\'s.

Many schools purchase multiple copies
of certain trade books for classroom H-
braries. The public school libraries, if
large cnough, may permit you to with-
draw a large number of bouoks for class-
room use, I not, the children should be
encouraged and assisted to do their own
selecting while thev are in the school li-
brarv. Discuss with the children how to
choose a book that will suit the reader’s
intercsts and abilities so that they will
choose wisely when they are on their own
in a public library. A ficld trip to the Jocal
public librarv can provide many valuable
learning experiences and help cement a de-
sirable relationship between your young
readers and this source of books.

Many publishers are now marketing in-
dividualized reading kits consisting of
books (mostly paperbacks) and other ma-
terials necded to carry on an individualized
program, such as, project cards, forms for
record keeping, summaries of books con-
tained in the kit and discussion questions,
suggestions for sharing activities, ete.

Membership in a paperback book club
is another way to build a classroom library.
The Jow cost of paperbacks puts ownership
of books within the reach of everyone. Chil-
dren can buy books, with their classmates
they can swap the ones they have read,
and occasionally, they may wish to contrib-
ute some of their books to the classroom k-
brary. Most clubs offer free books as divi-
dends. With many paperbacks within the
35¢ to 80¢ range, think of the pumber and
varicty of books which can be acquired
from an investment of $35 to §50,

School-wide book fairs and book swaps
are other ways of getting books into the
children’s hands and into the classruom,



Personalizing Reading Instruction

Assemble the books in an attractive and
organized arrangement in an area of the
room where children can easilv go to make
their selections. Bulletin boards, book dis-
plays, mobiles, posters, and the children’s
own book sharing devices (a card fle of
reactions to books that have been read, dio-
ramas, art work, things which have been
constructed or collected. ete.) may also he
used to enhance the reading area.

The Atmosphere

Set up “quiet areas™ where children can
sit on chairs or recline on mate while they
enjoy their books without being disturbed.
Sume schools in the Mid-West have experi.
mented with a procedure known as USS.R.
( Uninterrupted Sustained Silent Reading),
a period of approximately twenty minutes
daily when evervone in the building (stu-
dents, teachers, supervisors, even the cus-
todiam!) does nothing but read either for
information, enjoyment, or both,

Other areas in the room should be set up
for conferences, for book sharing, and for
language and art activities related to book
sharing, It is « good idea to have paper.
scissors, glue, w variety of scrap objects,
and art materials readily available to the
children so thut they will not have to dis.
turb you while vou are having a conference
with a child about his reading.

Ground mles for behavior during read-
ing activities and for the use of the areas
should be arrived at by the teacher and
children cooperatively. When the children
understand what is expected of them and
have had a voice in setting up procedures
that will help them work in a more enjoy-
able atmosphere. they are more likely to
adhere to the rules.

Introducing Your Program

Getting acquainted with the unique in-
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terests and needs of each learner and
acquainting the learner with the program
will take much time, but it will be time
well spent.

First. vou must determine what reading
ability the child already has. Some commer-
cially prepared individualized reading kits
provide diagnostic material. Many basal
reading programs do, also. You can use
vour own informal inventories or use those
found in Nila Banton Smith's book Graded
Selections for Informal Reading Diagnosis
to get an idea of each child's general ability.
Standardized test scores are also helpful but
should never be the sole basis for judging
a reader’s abilitv. In vour initial confer.
ences it is also suggested that vou ask each
child what he considers his problems to be
and what his reading interests are. This is
an important step in setting up vour pro-
gram since you want to be sure that there
are enough books on hand for children
whose abilities and interests mav cover a
wide range. Next give the child a choice
of several books which are on his reading
level and which correspond to his interests.

The child will proceed with greater con-
fidence and success if he is aware of what
is expected of him. Explain what vour pro-
grari consists of and why he will be doing
each of the activities. Develop with him the
idew that he must become actively involver
in his own learning, Demonstrate what a
conference is and explain why there will be
conferences regularlv. Show him how to
keep a record of his reading,

The Child's Role

The child will select books which he
wants to read and which are on his level.
How does the child know if a book is tno
hard for him? Teach him the Rule of
Thumb. He opens a bouk to any page and
tries to read it. Each time he encounters a
word he cannot understand he counts off a
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finger on his hand. If he counts cff all five
fingers on his hand while reading that page,
the book is too hard for him. Most children
can do this on their own. If some are less
independent, a mere skilled reader might
serve as a listener and help others select
their books.

Frequently, at least once or twice a week,
each child will have a conference with the
teacher concerning what he has read.
When he finishes a book he will engage in
an activity related directly or indirectly to
the book he has read. It may * ke the form
of a written activity, puppetey, dramatiza-
tion, a group discussion, a display, or some
other creative project. If a child has read
more than one book lately he may choose to
do a project on the book of his choice. The
project helps you determine whether or not
the child comprehended what he was read-
ing, develops his ability to work indepen-
dently, .nd the sharing of the project with
his classmates helps develop interest in
books.

The child will keep a record of the books
he has read. The title, author, number of
pages, new or interesting words encoun-
tered, and a brief opinion of the book are
the types of information you might want
the child to record. Many teacherr also use
a reading wheel as part of the student’s
records. 1t tells him and his teacher whether
his reading is confined to one type of book
or encompasses various types.

The Conference

In the beginning, the teacher may assign
a particular order for conferences. Later on,
she may have the children sign up for con-
ferences as needed.

During the five minutes of the confer-
enre, the child will read a selection from
his book which he has chosen and practiced.
The teacher may also have him read a page
which he reads silently first, then aloud.
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fuestions about the book in general or
about the parts he reads aloud are asked.
'The child may also recount events which
took place in the story or, if the book is a
nonfiction book, he may tell what new
ideas or understandings he has gained.
The conference is a time when literary ap-
preciations may also be developed with
the chiid.

Teacher's Records

During the conference the teacher should
recognize the difficulties which the reader
may be encountering, Making note of these
wili be of value for future conferences and
for independent or small group work. The
teacher should also note what the reader
does well. The teacher’s records may take
the form of a check list or it may be anec-
dotal. Study of several check lists for evalu-
ating reading found in books on reading,
curriculum guides, and teacher’s editions
of basal readers is suggested so that if you
do use the anecdotal method you will be
more aware of what habits to observe and
make note of.

Skill Development

Some criticize individualized reading be-
cause its method of skill development tends
to be less systematized than that of the
basal reader approach. The basal reader
does fit into a personalized reading pro-
gram. Instead of having all children work
in inflexible groupings, working from the
same basal text, why not through tapes,
worksheets, and pupil pairing make ad-
vancement through a basal text a more in-
dependent, self-paced activity? Teams of
children who learn at approximately the
same pace can be given the opportunity of
hearing the new vocabulary on tape while
seeing the words on their worksheets.
Worksheets might also include prereading
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questions as motivation, questions requir-
ing a variety of skills or one specific skill
for their completion, discussion questions,
and a choice of activities to be done after
the silent reading.

Grouping

When a number of children demonstrate
& weakness in a particular skill, small tem-
porary groups can be formed.

Book Sharing

Time and space should be set aside for
children to share their reading experiences
with one another. The child should not be
doing his reading just for the teacher. In
book sharing, he may be showing the proj-
ect which resulted from his reading or he
may be reading a selection from the book
which he has found particularly interesting
or exciting.

Literary Appreciations

Literary appreciations can be developed
in the conferences, during sharing periods,
and through reading aloud to the class. In
reading aloud, the teacher not only serves
as a model of good expression but also gives
something back to the children for the liter-
ary experiences they have shared with her
ia their conferences, It gives the group an
experience in common and it is amazing
how many of the skills that you have
worked to develop suddenly fall into place
when a class is responding to a book they
all enjoy.

A Total Language Experience

Providing enough time for conferences is
always a problem. Curriculum demands,
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coverages by specialists, assemblies, cut
into the time a teacher can spend holding
conferences. By planning carefully and
planning big blocks of time much can be
accomplished. While conferences are be-
ing held children muy be reading, working
on spelling words, practicing their hand-
writing, doing creative writing, doing re-
search for science or social studies or any
number of other activities. If we are to use
a personalized approach to reading it can-
not stop there. There are times when a
child feels more like reading than at other
times during the day. That is when he
should read. Likewise, there are times when
2 child is more motivated to write a poem or
story, or to master his spelling words. Self-
motivation usually produces a higher qual-
ity of vork and the child can utilize his
time more wiscly when he is not forced to
keep up with or wait for others in a large
group. Planning in large blocks of time
with many alternative activities provides a
total language experience for the child,
develops his independence, and can in-
crease his output.

In Conclusion

Every child is a unique individual. No
one program or approach to reading could
be exactly right for every child. We, as
teachers, must be cognizant of the ap-
proaches and programs available and
create a program suitable to the needs of

our students.
As teachers, we must reveal to children

the treasures to be found in books so that
each child will want to communicate with
authors through reading, seeing reading
as & weapon for survival in the world of
school, in the world of business, and for
the survival of his own happiness.
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On initial perusal, the title of this article
implies a dichotomy to lavmen and some
professional educators. How is it possible
to read without reading books? Is the in-
ference perhaps that current informative
publications, such as newspapers and
periodicals, are of most value? Or could it
be that the statement cautions one against
becoming a “bookworm” type, shunning an
encounter with the real world? Does it im-
ply that all knowledge is not to be found in
books? There is, indeed, a subtle meaning
in the statement and one most pertinent to
instructional prograrus in todav's elementary
schools. The following discussion should
provide the reader with the tacit meaning
of this quotation and in turn be a stimulus
for inquiry into some of the rationale con-
cerned with the place of reading in instrue-
tional programs in our elementarv schools
today.

\Whenever one thinks of school or educa-
tion, no matter whether it be pre-school
programs or graduate, the dominant think-
ing usually centers around one area: read-
ing and all the books and materials related
thereto. Most educational programs start
with the premise that reading is the ultimate
learniug and that the necessary learnings
for survival can best be learned through

—
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the medium of reading. Pre-school pro-
grams abound with activities designed to
develop reading readiness with many pro-
grams emphasizing phonics as the reason
for the existence of such pre-scheol pro-
grams. Such attitudes toward reading and
learning are not unique to pre-school pro-
grams, however; at everv educational level
a reading bias is prevalent. Upper elemen-
tary grade levels are replete with an almost
‘inbehievable amount of material to be read.
As a student matriculates at succeeding
levels, the reading material avalanches.
Reading has become an end in itself, a
prerequisite for all learning. It is time we
questioned some of the entrenched dogma
concerning reading which is presently
espoused by both laymen and professional
educators, and which, in fact, hinders real
learning.

Reading and Society

The primary question concerns the neces-
sity of individuals’ having to read because
we live in a reading society. How can a
member of our society exist without read-
ing? Zealots of the reading fraternity imn-
mediately expound upon the complete
chaos which would result from failure to
read the necessary messages in our day-
to-day experiences. There is no argument
here. Anthropologists, sociologists, and
other authorities give moot evidence that
accepted members of a society must be able
to “read” to the extent that the expressed
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values of that society are assimilated. This
is & far cry from the idea that we live in
a society that reads in order to increase its
knowledye of the world and that if a per-
son is not an astute reader, he will not be a
highly contributing member of his society.

The assumption is that we do live in a
reading society. Do we reallv? There iy
some disturbing evidence which indicates
that such thinking is crroneous, that we are
moving in an almost irreversible direction
of reading less and loss. Newspaper pub.
lishers, for example, are concerned that
their percentage of readers has decreased
over the pas’ few vears, even though the
actual number of readers has increased.
Another bit of evidence, a rather shocking
one, iy a study made by the Cimegie
Foundation which showed that fift- per
cent of the people who received  bac-
calaureate degrees never read another book!
Such evidence does not support the thesis
that we live in a reading suciety.

Emphasis on Teaching Reading

The expected argument in opposition to
the above presentation is that if we are
becoming a non-reading socicty it is a
result of a lack of emphasis on reading in
the elementary school. Phonies training is
being ignored and the look-suv method s
breeding a generation of non-readers, The
professionals, taking a more rational ap-
proach, emphasize new  diagnostic tech-
niques,  programmed  reading  materials,
gimmicks, and define more terms with
which to label children with “reading prob-
lems.” (Of the two groups mentioned ahove,
the professionals are to be criticized more
severelv—thev should know better.)

The educational market today is inun-
deted with “new” or “modern”™ programs
for teaching reading, most of which rein-
foree the same time-worn concept of read-
ing with little, if any, consideration given to
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the relationship of reading to the total
learning  process. Classroom teachers are
kept constantly in a state of confusion by
this influx of “modern” reading programs.
On one hand, teachers get the idea thev
must not be doing a competent job of
teaching reading and that they should try
a new program. On the other hand, they
interpret the introduction of new reading
programs as more emphasis on reading,
which causes pressure on the teacher which
is projected to the children. It is because
of this over-emphasis on reading that we
are becoming a non-reading soclety.

Reading has become more important than
learning. By the very method we use to
teach reading we not only discourage chil-
dren to read: we also discourage learning
because the child is reinforced again and
again in the early reading program that
reading is learning. The student comes to
see reading as both means and end to all
learning rather than just a means. The
ensuing school program is developed ap-
parently from the tenacious belief that the
best learning is that which is concerned
with reading. It takes little intellectual
investigation to determine that those chil-
dren who do not learn to read i the begin-
ning stages bave nothing but failure and
frustration ancad of them in their future
vears in school. Their failure to read dooms
them to stigmatization, not only in their
school vears but, in manyv cases, for the
remainder of their lives. The child entering
school in first grade is expected to leam to
read within an allotted time, usually within
the first few months of school.

This reading doctrine is so well en-
trenched that it becomes diffieult even to
discuss certain considerations which deviate
from the established thinking. It is as
though reading has become an absolute that
is not to be questioned, that a child must
learn to read in first grade or he will not
“make it” in this society. To ask the ques-
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tion, "How do vou know that children
should learn to read at age six?” elicits cold
stares followed by statements dealing with
a child’s "need” to read, reading as a “tool”
for all learning, and “are you a communist
or something?” There is little, if any, cvi-

dence to support the thesis that children

should learn to read at age six. We hace
designed our instruction and curricula in
such @ manner that reading i+ mandatory;
and as a result, the seemingly logical as-
sumption is made that learning to read is a
natural prerequisite for learning,

How foolish can we be? It is as though
we see the first six vears of a child's life
(in which he or she learns perhaps the
most complex of all learnings—speech and
social behavior) as a vacuum in which he
or she has not learmned anvthing of real
importance. We tend to ignore the richness
of learning that has taken place. Therefore,
when children start to school in first grade,
learning as the child sees it ceases to exist
for we present learning in 2 manner un-
recognizable to the child. Learning must
stop in order that we may teach the child
to read! Many knowledgeable educators
will not allow themselves to contemplate
the consequences of such instructional pro-
cedures—it is too terrifving,

Paradoxically, the research dealing with
reading does indicate strongly that alt chil-
dren cannot learn to read at age six, that
there is a wide range of readiness which
might extend from age four through age
cight. In addition, we know that the factors
related to inability to read are most com-
plex and largely an individual proposition.
Yet, it seems that this evidence is com-
pletely ignored in most instances. In a
majority of cases children, without regard
for known differences that exist, are intro-
duced to sterile, mechanistic reading pro-
grams in which it can be predicted in
advance that a relatively large percentage
of them will fail,
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So, it appears that on one hand we have
access to evidence that should help us
design applicable reading programs, and
on the other hand we have no evidence
that children should learn to read at age
six. In a most contradictory manner, we are
behaving counter to the evidence available,
We are supporting reading programs which
ignore differences within individuals that
we know exist and thevefore doomn some
children to failure; however, we blindly
hang on to the tenet that all children should
learn to read at age six with no supporting
evidence to verifv such a statement. 'Tis a
puzzlement!

Reading and Learning

An understanding of the nature of the
reading process and its relationship to the
larger area of learning is mandatory for
gaining clear perspectives upon which to
base conclusions concerning the role of
reading. Reading is seen today largely as
a mechanical skill taught initially in first
grade that has little to do with what has
happened to the child the first six years of
life.

There is little cffort, if any, given to
developing within the child some rationale
for even participating in this thing called
reading. The child, regardless of how we
might ignore it, has learned a great deal
about reading the world before entering
school. If we look at reading in its
broadest terms—giving meaning to objects,
persons, and situations,—it becomes obvious
that the child has been reading (learning)
the first six years of his or Ler life. Do we
make any effort to show children that the
act of reading books is an extension of
those experiences and give them time and
planned activities whereby this concept
could be assimilated? Usually, we do not—
we have to get on with the “more impor.
tant” reading skills.
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Reading as Vicarious Experience

The act of reading when applied to learn.
ing is a vicarious experience. Ignorance of
this concept causes a great deal of con-
fusion and development of programs detri-
mental to good learning. Reading about
picking oranges in Yuma, Arizona, does not
give the child the experience of picking
oranges. He simply reads something about
picking oranges and is not able to utilize
all the senses that would be functioning in
the orange grove itself. Furthermore, ex-
periential background with orange groves
and related experiences would delimit or
enrich the meaning given to the content,
depending on the quality of the past ex-
periences. In other words, the child ox-
perienced picking oranges vicariously: the
quality of the reading experience depends
upon the background children bring to the
printed page.

Was the reading of any value? Only if the
content was related to children’s interest
and helped them reach a goal or solve a
problem. We might ask the question—was
there a more realistic manner in which the
child may have gained greater knowledge
about picking oranges? Ideally, of course,
the best learning would have been a real
visit to the orange grove with the child
actually picking oranges, all of the senses
being stimulated and integrated to form a
meaningful concept. As all children cannot
live in the proximity of an orange grove,
amd if knowledge of orange pickers is
deemed valuable by local curricula de-
signers, it becomes necessary to turn to the
use of vicarious experiences. Reading is
only one of these and is too often used as
the sole source of vicarious experience. The
wide use of pictorial materials, varied dis-
cussion techniques, listening and writing
activities are often neglected or given little
attention in deference to reading materials.
Good readers (even though they are
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cheated) gain some knowledge from the
single vicarious experience of reading; the
poor reader gains little, if any, and therefore
fails to learn because of reading. In this
type of situation, reading becomes the
albatross that is ever present, invariably
interfering with learning.

Reading and Expression of Ideas

Finally, the statement which will be seen
by some as heretical-reading is not neces-
sarily the most important thing we can
teach a child. More and more it is becom-
ing evident that reading is just one means
of gaining knowledge, and not the panacea
for learning. Reading is a “receiving” skill
as is listening. Speaking and writing are
"sending” skills. If one will think just a
moment (or visit a classroom) and quickly
tabulate the number of activities built
around the receiving skills against the num-
ber of sending skill activities, it will be
quite evident that sending skills take on the
role of the stepchild. Both skills, listening
and reading, imply passivity in learning
which in turn is characteristic of many of
our elementary classrooms. Listening is a
skill we have, in the past, cast aside as not
worthy of planned emphasis in the cur-
riculum, It is encouraging today to see some
signs that indicate we are recognizing the
medium of listening as a learning skill of
prime value, especially for the child who
is not able to read well. Instead of receiving
through the medium of reading, the child
may get signals through listening activities.

Granted, the receiving skills of reading
and listening are necessary for learning;
however, the skills of expression are coming
to be recognized as most advantageous
with regard to emviched learning. The
organization and expression of ideas is a
characteristic of those people in this world
who have made the most significant con-
tributions. How many times is it said of e
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great scientist, writer, or president of our
country, “He was a great reader?” Usually,
it is not whether he or she was a great
reader but the degree of clarity with which
thev expressed ideas and the quality of
those ideas. The fact is accepted that read-
ing is a most influential source of ideas,
but it is the reorganization, application,
and expression of these ideas which is of
greatest significance.

Is it “just natural” that writing is an
unpleasant task for human beings? Why
do we have so few people who appreciate
a beautiful flov- of language, cither spoken
or written? Instead of relaxing with a good
book, why don't we relax through some type
of language expression, such as composing
a poem? Although there may be a myriad
of considerations related to these questions,
it is entirely possible that the main causa-
tive factor is the disregard for the two
sending skills, speaking and writing, in early
education. The writing and speaking which
is done in classrooms is usually related to
giving expected answers (in most cases
requiring reading from a book) to teachers
having little to do with divergent types of
expression. In fact, many of the speaking
and writing activities are designed in such
a manner that expression becomes more
convergent. The notion that there is one
correct way of expressing ideas is rein-
forced almost daily through activities in
spelling, writing, and speaking in which the
child's responses are expected to comply
with predetermined standards.

The disregard for the sending skills and
lack of effort toward changing attitudes
regarding these skills is the result of the
“sacred cow” of reading. Expressive ac-
tivities are seen as secondary to reading,
the rationale being that reading is neces-
sarv for learning in school; and since this
is so, expressive skills require only inci-
dental attention. Not only is this rationale
fallacious, it ignores the evidence of the
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relationship of the expressive skills and
listening to reading.

Observation in first grade classrooms the
first few months of school plainly reveals
the dogged determination of teachers to
get children to reading with almost com-
plete disregard for the extent of language
development. Listening skills, in most cases,
are ignored completely, even in phonic
oriented programs in which sound-symbol
relationships are so important.

The Child’s View of Reading

Reading then becomes a “sink or swim”
proposition. It does not take the child too
long to understand that learning to read
is the thing in school. If children happen
to come from a normal environment in
which they have had those experiences
which are necessary for success (learning
to read ) in school, they are successful (they
have learned that which is deemed most
important in school). They will have few
problems in school as far as reinforcements
are concerned, for they have found the
magic key to open those portals of knowl-
edge—"book learning!” Whether they learn
that which is most relevant to their future
ever-changing world is a debatable ques-
tion dependent upon a multitude of vari-
ables.

Consider, however, the children who
come from that environment in which they
cannot learn the correct signals, an en-
vironment in which the required language
is not developed, where early experiences
are not compatible to the task of learning
to read. Typically, this child is offered the
same opportunity to learn to read, the same
materials, and the same method as the child
formerly described. What a perfect, al-
though blatant, example of the manner so
popular today for defending the equality of
education in our democracy. This child is
doomed to failure in school, not primarily



Read Much, But Not Too Many Books

becanse of deprived experiential back-
ground, but because of the solidly en-
trenched idea that all children must be
taught to read immediately and if they do
not learn to read they will not learn. The
latter phrase is true, of course, because we
Guarantee it by designing a curricula which
is reading-dominated, and therefore be-
comes the causative factor for many of our
educational problems today.

Rhetoric explaining the problems and
failures of our society usually suffers from
criticism hecause no recommendations for
solving these problems are made. To avoid
such a reprimand, I offer the following
recommendations.

1. Efforts should be directed toward re-evaluat-
ing the relationship of reading to the total
teaching-learning process. Colleges of Educa-
tion and curricalum designers are in the most
advantageous position for effecting change in
this regard. It seems appropriate to investigate
the wse of technological advances in educa-
tional media and how the utilization of such
media could supplement the asvimilation of in-
formation now required through the medium
of reading. With a look to the future, those
concemed with curricalum would not be re-
miss in examining and redefining the goals of
education to meet the challenge of that un.
foreseeable future in which the role of reading
may be a far ery from what it is todav.

2. Although this statement will be called “old
hat” and cliche-womn, the child must be given
precedence over the subject matter (in this
case, reudin%l)‘. Reading programs have been
suggested which range ymm ten-month old
babies learning to read to speed-reading pro-
grams in first grade. All of them, without ex-
ception, ignore known factors such as soeial
and emotional growth, perceptual development,
meaningful learning and many other pertinent
considerations. Learning environments flled
with constant opportunity for stimulation of all
kinds should be established und experimental
evidenve gathered as to the educational value
of such leaming environments. Can children
learn to read in much the same fashion they
learm to talk? Would reading be more mean-
iurlrf{ful and therefore more useful if it were

owed to develop naturally? Until we find
some of answer to these questions, it is
entirely possible that we are encouraging and

3. Until some of these

4. Study should be direct
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fostering inept instructional programs that
limit learning,
questions can be an-
swered, consideration should be given to in-
troducing language arts programs in which
reading takes a Jesser role than in the past, the
emphasis bein;i given mainly to speaking and
writing with listening asswning the role of
reading in the * itial stage. Reading materials
would be avail - ¢ to the student, but without
the urgency to . ach children to read them as
in previous programs. Communication would
be the hub around which the whole constel-
lation of related Iangugge arts would revolve.
toward defining srreo-

grams which consider not only how children
are different but also how children are alike.
Too many programs are on the scena today
which claim to individualize instruction ac-
cording to differences which in reality segre-
gate children who have not leamed to read
on the pre-determined schedule. A pro
observed recently stressed that children from
a certain ethnic group needed the prescribed
printed materials gbemuse of the difference of
that group to the norm group. It was implied
that these children learn differently, that there
was something almost mysterious about the
manner in which they perceive their world.
Granted there ure differences relating to ex-
periential background, language. development,
and social attitude; however, it is also true that
these children possess common basic needs
relating to physiological and social develop-
ment and react in same manner as other
children to fulfilling these basic needs.

All children, whether from the ghetto or
middle America, still respond to situations
which are physically satisfying and in which
affilintion w?th other human beings is nurtured.
Varied understandings on the part of teachers
and curriculum designers are necessary in order
that certain of activities are introduced
at the most benefielal time and in the most
propitious manner. Mandatory for such deci-
sions is knowledge dealing with principles of
motivation, {:ereeptfon of self, soc olcﬁicat and
hilosophical concepts, and basic understand-
ngs of child development. The emphasis,
therefore, is upon how to teach the child,
drawing upon these knowledges, rather than
teaching a reading program which precludes
consideration of such knowledges.

The role of reading, especially in the
elementary school, must be reconsidered
and molded to improve the teaching-learn-
ing process. At present, reading is molding
the teaching-learning process; in addition,
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ironically, the present role of reading is
inhibiting instead of stimulating reading.
Reading. when seen in its proper perspee-
tive, is a most valuable tool for learning
and viearious experience. It can help us
learn many things which are impractical to
learn by any other means, helping us under-
stand more about ourselves and the world
in which we live. Accepting this, the state-

ment made by Benjamin Franklin two
centuries ago still gives us pause to contem-
plate: “Read much, but not too many
books.” He was trving to tell us even then
that the real world was all around us and
that reading in its broadest terms was
learning to read that real world. It's been
two hundred vears. Isn't it about time we
really thought about it?

What's New in Reading: A Selected Bibliography

Chall, Jeanne. Learning to Read: The Great Debate. New York: McGraw-Hill Book Co., 1967.
(Now in paperback)

Cullinan. Bernice E., Editor. Black Dialects and Reading, Urbana, lilinois: National Council of
Teachers of English, 1974. NCTE Stock No. 00572,

Fries, Charles C. Linguistics and Reading. New York: Holt, Rinehart, and Winston, 1963,

Goodman. Kenneth S.. Editor. Miscue Analysis. Urbana, lllinois: National Council of Teachers
of English, 1973, NCTE Stock No. 03677.

Heilman, Arthur W., and Holmes, Elizabeth Ann. Smuggling Language into the Teaching of
Reading. Columbus, Ohio: Charles E. Merrill, 1972.

Hodges. Richard E.. and Rudolf, E. Hugh, Ed. Language and Learning to Read: Whar Teack-
ers Should Know About Language. Boston: Houghton Mifftin Company, 1972.

Kohl, Herbert. Reading. How to. New York: E.P. Dutton, 1973,

Lefevre, Carl A. Linguistics and the Teaching of Reading. New York: McGraw-Hill Book Co.,
1064.

McCracken, Robert A., and McCracken, J., Marlene. Reading Is Only the Tiger's Tail. San
Francisco: Leswing Press, 1972,

Smith. Frank. Undersranding Reading. New York: Holt, Rinehart, and Winston, 1971.
Smith, Frank. Psycholinguistics and Reading. New York: Holt, Rinehart, and Winston, 1973,

Smith. James A. Creative Teaching of Reading and Literature in the Elementary Schoal.
Boston: Allyn and Bacon, 1967.

Spache, Evelyn B. Reading Activities for Child Involvement. Boston: Allyn and Bacon, 1972,

Winkeljohann, Sr. Rosemary. The Politics of Reading: Point-Counterpoint. Urbana, Hlinois.
National Council of Teachers of English, 1973. NCTE Stock No, 04131.



